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Abstract
Internationalization is a current impetus in higher education, resulting in many
international graduate students working as teaching assistants (ITAs) in Canadian
universities. Teaching behaviors and communication are culture bound and highly
normative. Without training regarding the norms and expectations of teaching in Canada,
ITAs may rely on patterns of communication from their countries of origin. This study
sought to determine how participation in a course on communication contributed to the
intercultural communication skills of ITAs and affected their observable teaching
behaviors.
The participants in this study consist of 27 international graduate students from
nine countries. Data were collected from four cohorts over a period of nine months
through videotaped microteaching components, teacher behaviour inventories,
interviews, registration information, and questionnaires.
The findings reveal that the ITAs developed specific teaching behaviors and
improved their overall teaching performances, suggesting that domain-specific
intercultural training positively contributes to the ITA intercultural communication
competence.

Keywords: international teaching assistant, ITA, intercultural communication, teaching
behaviors, teacher communication, teacher behavior inventory, TBI, cultural adaptation,
internationalization, microteaching, intercultural communication competence.
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Developing Teaching Communication Competence in International Graduate Students

Introduction
"The world in which you were born is just one model o f reality. Other cultures are
not failed attempts at being you. They are unique manifestations o f the human spirit."
(Northern Sun, 2010)

Internationalization is a current impetus in higher education in many
countries. The perspectives of internationalization include: study abroad programs
for undergraduate students; quality assessment across institutions to standardize
education; and policies and programs involving faculty, research, and curricula
(Knight, 1999). The foci of internationalization include: “competencies in the
personnel of the higher education institution to be more internationally
knowledgeable and interculturally skilled'’ (Knight, 1999, p. 15) and “improved
intercultural understanding and communication” (Knight, 1999, p. 20) [italics
added].
The impetus to internationalize informs the content of university strategic
plans, thus directing resources and decision-making as follows:
expanding and enriching the experience of graduate students in an environment
supportive of academic, professional and personal growth ... supporting
opportunities for development and fulfillment... realizing our aspirations as an
international centre of academic excellence by creating opportunities for
international student and faculty recruitment, exchanges, curriculum,
collaborative research, outreach and development activities in targeted areas and
in collaboration with selected institutions and organizations [italics added]
(University Secretariat, The University of Western Ontario, 2006).
An example of the above-noted collaboration with institutions and organizations to enrich
the experience of graduate students resulted in the development of the Tri-agency
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Statement of Principles on Key Professional Skills for Researchers (University of
Guelph, 2009). This statement of principles identified teaching competence and
intercultural communication amongst the skills expected of graduates.1

Graduate student development has become a focus of many Canadian universities
which offer many programs to develop skills in teaching, global competencies,
professional communication, and research, amongst others (Memorial University School
of Graduate Studies, 2009; The University of Western Ontario School of Graduate and
Postdoctoral Studies, 2009). Much of the focus of such programs is developing the
teaching competence of graduate students both in preparation for careers as future faculty
members but also in recognition that such skills are valuable in industry, where managers
and researchers are called upon to do presentations and teach.

The Tri-agency Statement of Principles also identified intercultural
communication as a skill which it behooves educational institutions to begin teaching.
All communication is culture bound and subject to the norms and expectations of any
given community (Bennett, 1998; Dinges & Baldwin, 1996; Gudykunst & Kim, 2003;
Hammer, 1989; Kim, 2001; Redmond & Bunyi, 1993; Ruben & Kealey, 1979; Spitzberg,
1988). Gudykunst and Kim (2003) describe the impact of culture on communication:

Culture affects our communication in various ways. It provides us with patterned
ways of dealing with information in our environment. It influences what we
perceive, how we interpret, and how we respond to messages both verbally and

1 Between Canada’s three major funding agencies o f graduate education (the Canadian Institutes o f Health
Research, the Natural Sciences and Engineering Research Council, and the Social Sciences and Humanities
Research Council), the Canadian Association o f Graduate Studies (CAGS), and the Society for Teaching
and Learning in Higher Education (STLHE)
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nonverbally. Culture shapes and colors our image of reality and conditions the
way we think (p. 185).
Intercultural communication requires the development of intercultural competence (IC).
Components of IC about which top intercultural scholars are in 80 - 100% agreement
include:
■ [the] ability to communicate effectively and appropriately in
intercultural situations based on one’s intercultural knowledge, skills,
and attitudes; ...
■ [the] ability to identify s guided by culture and engage in new s in other
cultures even when s are unfamiliar given a person’s socialization; ...
■ [the] ability to achieve one’s goals to some degree through constructive
interaction in an intercultural context...[and]
■ good interpersonal skills exercised interculturally; [including] the sending
and receiving of messages that are accurate and appropriate
(Deardorff, 2006, p. 249).
IC is important for all students entering a multi-cultural workforce (De Oliveira,
Braun, Carlson, & De Oliveira, 2009).

In Toronto, Canada’s largest city, 49% of the

total population speaks a language other than English as their mother tongue (Statistics
Canada, 2006). Moreover, the 51% who do speak English as a mother tongue are not a
homogeneous community: many of them are individuals whose parents or grandparents
were newcomers to Canada and who thus retain elements of communication from their
families’ countries and cultures of origin.
While the development of IC is a focus of internationalization, it is not a skill that
universities will develop in their students in the short term for several reasons. First of
all, IC takes a long time to develop (Bennett, 1986; Bennett, 1993; Le Gros, 2008), and in
order to develop any skills, individuals must recognize the need to develop such a skill.
Secondly, individuals do not realize that their communication patterns are not universal
until they have had contact with individuals who have divergent patterns of
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communication (Gudykunst & Kim, 2003; Hall, 1976). Lastly, it is generally not the
dominant group that changes its patterns of communication, but newcomers who
recognize differences, realize that change is required, and have more at stake if they do
not adapt (Kim, 1995).
Internationalization brings many international graduate students to universities in
Canada. In addition, many permanent residents enter graduate school as a means of
entering the Canadian workforce (Laroche, 2008). International and permanent resident
Canadian graduate students represent 26% of the graduate students and 38% of the
teaching assistants at the large, research-intensive, southwestern Ontario university
■y

(SWOU; C. Middaugh, personal communication, November 27, 2009) where my study
took place. In some departments, such as engineering, international and permanent
resident graduate students represent 83% of the teaching assistant population amongst
PhDs.
International teaching assistants (ITAs) must operate within two new
communities—the English speaking community and English academia. While many
studies have focused on the adaptation that international students undergo while in North
American classrooms (Chirkov, Vansteenkiste, Tao & Lynch, 2006; Kagan & Cohen,
1990; Redmond, 2000; Redmond & Bunyi, 1993), little research has been undertaken
regarding the juncture between IC and teaching competence. While some of the ITA
literature emphasizes the importance of ‘cultural awareness’ or ‘cross cultural
communication skills’ on the part of ITAs or nonnative-English speaking teachers
(Hoekje & Williams, 1992; Lazarton, 2003; Luo, Grady, Bellows, 2001; McCalman,23
2 Program Coordinator, The School o f Graduate and Postdoctoral Studies
3 Adaptation is the word commonly agreed upon in the intercultural literature to describe changes in
behaviour to fit in with a new environment or circumstances
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2007; Mendenhall, 1996), scant literature acknowledges that this vague concept of
cultural awareness requires a foundation in intercultural communication. Other studies
entirely minimize the impact of culture, positing that TAs and ITAs face the same
difficulties due to their common culture as new TAs and maintaining good teaching
subsumes concepts of culture. Gorsuch (2003) suggests “enabling ITAs to realize their
attitudes in ways appropriate to the local educational culture [italics added]” (Gorsuch,
2003, p.13). Other authors further minimize the difficulty of learning about cultural
difference stating, “[ITAs] need to develop an awareness of differences between the
mainstream culture, the subculture, and international cultures” (Luo, Grady & Bellows,
2001, p. 224). Competence in cross-cultural communication as it pertains to teaching
would enable ITAs to begin to do just that.
Much of the research about ITAs has utilized a deficit approach based on
linguistic ability, defining the issue as the “ITA Problem.” Such research alternately
uses native speakers as a baseline of proficiency, examines how nonverbal behaviour
compensates for a lack of proficiency (Hoekje & Williams, 1992; Jenkins & Parra, 2003;
Williams, 1992), or correlates proficiency and effective teaching (Halleck & Moder,
1995). A recurrent theme of the literature on ITAs assumes that North American norms
are a standard that ITAs fail to achieve rather than recognizing that alternative
communication norms manifest in ITA communication. A further implicit theme is that
one idealized standard exists for native speakers4 and that all ITAs are heterogeneous and
suffer from the same ‘deficiency’ equally.
Teaching communication is equally as culture bound as everyday communication,
and it is highly normative, meaning that it is subject to the values and expectations of the
4 Which Beltz (2002) has termed the myth o f the deficient communicator.
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community in which it occurs (Crabtree & Sapp 2004; Levy, Wubells, Brekelmans &
Morganfield, 1997; Neuliep, 1997; Roach, Comett-Devito & Devito 2005). Therefore,
while ITAs arrive with very high levels of education in their disciplines, due to cultural
differences in communication, many do not have the skills required to teach effectively in
the Canadian context. This does not presuppose that all native speakers of English have
the skills required to teach effectively, as many do not. However, the inability of a native
speaker of English to teach would arguably be recognized for what it was by
undergraduate students—an inability to teach. An ITA’s inability to teach effectively
might be attributed to that which was most evident—their language background or their
‘foreignness’ (Fitch & Morgan, 2003; Gudykunst & Kim, 2003). Rather humorously and
yet simultaneously tragically, Fitch & Morgan (2003) cite the language skills of a “native
Canadian citizen ... [with] dark skin”(p. 308) whose English was criticized for being
inadequate while working as an ITA in the American south.5
The ability of ITAs to communicate effectively in the Canadian classroom
environment has a significant impact on both the quality of undergraduate education and
the overall educational and intercultural experience of international graduate students.
Therefore, the degree of preparation that universities provide is an ethical issue for
multiple reasons: (a) undergraduate students pay tuition for their education, and they
need to be able to understand their instructors to be able to learn; (b) many ITAs will
communicate based on communication norms from their countries of origin, leaving them
ill-equipped to perform their duties through no shortcoming of their own; (c) ITAs have
an enormous amount at stake as many leave their home countries and/or jobs to return to
5 It is unclear whether the Canadian was aboriginal or a native English speaker Canadian. Regardless, the
story remains both humorous and tragic.
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school;6 and (d) the reputation of the universities and the morale of those who teach at
the universities could be damaged (Ryan & Carroll, 2005).
It is incumbent upon universities to teach ITAs the communication skills they
require to do their jobs. However, research conducted to determine what universities
across Canada do offer in terms of programs for ITAs revealed that the programs vary
greatly both in terms of content and source of training (S. Taraban-Gordon, personal
communication, June, 2009). The contents range from handbooks, pronunciation
courses, introduction to pedagogical theory, mandatory courses, and voluntary
observations. The programs are alternately offered through the Theatre Department, the
Faculty of Arts, the Faculty of Social Science, and teaching and learning centres. The
duration of these courses runs from a single workshop to 40-hour workshops. Given the
high stakes to universities and individuals, it behooves the academic communities to
assess the outcomes of such courses.
Statement of Problem
Intercultural sensitivity has been identified as critical for living and working in
cultures different from one’s own (Bhawuk & Brislin, 1992; Crabtree & Sapp, 2004;
Hammer & Bennett, 1998). When individuals do not understand what they see and hear
during interactions with people from unfamiliar cultures, a common general tendency is
to resort to stereotypes to try to make sense of what does not otherwise make sense
(Gudykunst & Kim, 2003). Stereotypes can be positive or negative, but they frequently
involve assigning negative attributions. When undergraduates and faculty do not
understand the communication patterns or intentions of ITAs, they tend to attribute their
6 Moreover, some ITAs accept government scholarships from their countries o f origin to attend Canadian
universities and are held accountable in case they do not complete the degrees for which they have been
financed.

7

performance to deficiencies—deficiencies in language, intellect, and motivation (Jenkins,
2000; Pickering, 2001; Yook & Albert, 1999). Without intercultural sensitivity, students
and teaching assistants may misinterpret each other’s behaviour and attribute inaccurate
meaning to each other, thus reinforcing or contributing to stereotypes (Gudykunst and
Kim, 2003). Conversely, the success of the intercultural relationships between ITAs and
undergraduates will enhance the adaptation of the ITAs and contribute to Canada’s
multicultural nature.
A question central to the field of intercultural communication and salient to all
multicultural societies is, ‘“ How do people understand one another when they do not
share a common cultural experience?”’ (Bennett, 1998, p.l). The academic culture in a
foreign university requires teaching assistants not only to operate in and understand a
different language but also a different epistemology. Different cultures have different
assumptions about what constitutes knowledge, how instructors ought to behave with
students, what appropriate class management is, and on whose shoulders the
responsibility for learning lies (Cadman, 2000; Eland, 2001; Hofstede, 2001; Roach,
Comett-Devito, & DeVito, 2005). Moreover, in addition to the different cultural and
educational norms which international graduate students bring to Canadian universities,
many arrive with little or no teaching experience, disparate levels of English language
ability, little if any intercultural experience, and often little awareness of the nature of
pragmatics and its impact on classroom communication. Therefore, the question posed
above could be rephrased as, ‘How do students and teaching assistants understand one
another when they do not share a common educational and cultural experience?’ While
this study does not propose to answer that question, it does propose to discover how a
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course on intercultural communication assists ITAs in developing their intercultural
communication competence.
Terminology. I use the term ITAs to refer to permanent residents, newcomer
Canadians (i.e., those who have immigrated to Canada and are now Canadian citizens),
and international graduate students (i.e., those who have recently arrived in Canada on
student visas). While I recognize that ITAs are not a single homogeneous group who all
have the same requirements or difficulties, constant hedging to stipulate as much would
become cumbersome. Moreover, language proficiency is not synonymous with
intercultural competence, so even highly proficient ITAs can benefit from intercultural
communication training. Therefore, I will refer to ITAs as one group for the purposes of
my discussion, fully recognizing the limitations of the term.
In order to capture the teaching communication of ITAs, I will utilize Murray’s
(1983) Teacher Behaviour Inventory (TBI). The TBI captures observable teaching
behaviors, which “can be recorded by direct observation” (Murray, 1983, p. 138).
Utilizing measures to capture performance or behaviour is appropriate when studying
communication skills (Ruben & Kealey, 1979).
Significance of the study. The study is significant from multiple perspectives:
1.

The research on cultural adaptation suffers from a paucity of domain-specific

studies (i.e., studies specific to various fields such as teaching, health care, industry, etc.;
(Ady, 1995; Dimitrov, 2004). Moreover, while a number of researchers in the ITA field
have examined the work of ITAs with a view to cultural difference, my study is unique in
its examination of a training program involving cultural theory training and measuring
the behavioural outcomes resulting from it.
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2. The demands on international graduate students are staggering, as they must
carry the same workload as Canadian graduate students while living with the added
anxiety of operating in a foreign culture and a second language. In addition, ITAs must
also teach students with different norms and different expectations of instructors.
Mezirow (1991) suggests that the combination of a learning task that is very challenging
with little support results in anxiety. With all the anxiety that international graduate
students must tolerate, the wonder is that they succeed at all.
3. When graduate supervisors and graduate chairs are unaware of the extent to
which cultural differences can affect communication and teaching, they are unable to
mentor their supervisees adequately. In addition, supervisors do not always support what
they consider to be the ‘extracurricular’ work of their graduate students, as time in
‘language training’ is time not spent in the labs or on the students’ research.
4. An absence of intercultural information for an ITA operating in North America
could have severe career limiting effects. In addition to the negative attributions,
damaged relationships, and poor teacher evaluations that can arise from
misunderstandings, differences in what students expect from instructor and discourse
hinder learning and affect overall learning outcomes (Crabtree & Sapp, 2004; Jenkins,
2000; Tyler, 1995; McCroskey, 2003; Tyler & Davies, 1990). An understanding of
intercultural communication competence can conversely enhance the career prospects of
ITAs and arguably enhance the learning of undergraduate students.
5. Universities accept international graduate students, yet nowhere are the
students informed about what difficulties they will face. Nowhere in an acceptance letter
from a department is it mentioned that in addition to learning how to conduct research in
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their disciplines in English, international graduate students’ communication and
behaviour will be judged by rules that are unstated and assumed on the part of those in
power to be universal. Without intercultural information, inviting international graduate
students to North American universities is tantamount to challenging them to a high
stakes game without informing them of what the rules are.
Rationalization of Study. While an absence of intercultural information for an
ITA operating in North America could have severe career limiting effects, an
understanding of intercultural communication competence can enhance the career
prospects of ITAs. Moreover, it is reasonable to expect individuals to adopt behaviour
that is appropriate for professional environments.
Dimitrov (2004) examined the adaptation of Russian immigrants in the United
States to determine whether al changes correlated to changes in values, how immigrants
coped with discrepancies between their behaviors and their inner values when
discrepancies did occur, and what the impact was of the said discrepancies. Dimitrov
reported the immigrants adapted across a public/private domain divide; they adapted
more easily to workplace and male-female interactions than to friendship interactions.
Therefore, not only is it ethical to include information about cultural norms and
expectations in professional training programs for ITAs, it is patently unethical not to do
so. Moreover, given the costs of having international graduate students fail in their
endeavors, it is essential to consider the costs of not providing such training. Whether the
ITAs choose to adapt themselves to their new environments is their decision; it is their
right not to do so.
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Goals of the study and research question. Based on the analysis of the
literature, my study proposes to answer the following questions:
1. How does participation in the Communication in the Canadian Classroom course
contribute to the intercultural communication skills of international teaching
assistants?
2. More specifically, how does participation in Communication in the Canadian
Classroom affect the observable teaching behaviors of ITAs?
I anticipate that taking Communication in the Canadian Classroom will result in an
increase in culturally appropriate teaching behaviors of international graduate students.
My study will contribute to the field by examining how a course in intercultural
communication affects the communication of ITAs.
Overview of the Thesis
In this introduction, I present an overview of the contents of the thesis. In Chapter
2 ,1 present the theoretical framework of this study, which is situated at the juncture of
cultural adaptation (specifically intercultural communication and the development of
intercultural communication competence) and higher education, specifically instructional
communication and international teaching assistants.

In Chapter 3 ,1 describe the mixed

methods approach that I have utilized to undertake the research. I describe the site and the
participants, and I discuss the collection and analysis of data. I also discuss the
limitations of the study and my position as a researcher in the study. In Chapter 4 ,1
present the findings and discussion, and in Chapter 5 ,1 discuss recommendations and
suggestions for future research.

12

Theoretical Framework and Relevant Research
When people learn to speak a second language, they will attempt to say things in
their second language by directly translating from their first languages. Such attempts
will sometimes result in readily comprehensible mistakes such as saying, ‘Je suis 25 arts,’
a direct translation of ‘I am 25 years old’ when it should be, ‘Yai 25 ans,’ because in
English one is a certain age, whereas in French, one has a certain age. On other
occasions, translations will be less comprehensible, such as if one translates, ‘Here you
go,’ as 7ci tu vas ’ rather than saying ‘Tiens ’when handing something to another person.
When people do not speak a second language well, native speakers of the language
recognize the other’s difficulty, because everybody knows different languages exist.
When people translate something that is said in one culture into another language
and say it in another culture, people in the second culture do not necessarily realize that
different communication patterns exist or that communication reflects culture. For
example, one of my observant Muslim students uses the phrase in ’shallah (God willing)
in her speech while speaking her mother tongue, which she translated as probably when
speaking English. Her supervisor interpreted her use of probably to express doubt that
she would complete her actions.
An absence of awareness of cultural difference in communication patterns on the
part of native speakers often penalizes non-native speakers. In some cases, such
misunderstandings have even resulted in the loss of life. Plane crashes have been
attributed to miscommunications between non-native English speaking pilots and native
English speaking New York traffic controllers (Gladwell, 2008). While
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miscommunications in a university environment would not imperil lives, they do have
consequences nonetheless.
It is not clear where language and culture begin and end. For example, if an
international teaching assistant (ITA) responds to a student contribution in class with the
comment, “Incorrect,” is it a limited linguistic range that results in the terse response?
Or is it a lack of awareness of a learning culture that emphasizes that instructors are
expected to encourage participation and make the classroom a safe learning environment?
When ITAs teach Canadian undergraduate students, their interaction is a form of
intercultural communication. Therefore, teaching in a foreign university requires ITAs to
develop intercultural communication competence (ICC). The term intercultural
communication competence is used synonymously within the literature with intercultural
sensitivity, defined as the ability to notice cultural differences and the willingness to
modify behaviour (Bhawuk & Brislin, 1992). Instructor communication (the verbal and
non-verbal behaviors demonstrated while teaching) is highly normative: what constitutes
good teaching communication varies greatly from country to country. The ICC required
by ITAs to teach and communicate effectively with their students in Canada includes the
ability to notice academic cultural differences, adapt their behaviors and language to
achieve teaching outcomes, and have meaningful relationships with students in a
Canadian classroom. Moreover, the absence of intercultural communication has been
identified as the “greatest block to adaptation” (Lewthwaite, 1997, p. 167).
In much of the ITA research, attention is paid to the concept of culture without
identifying which aspects of culture or intercultural communication are salient to teaching
communication (Gorsuch, 2003; Hoekje & Williams, 1992; Luo, Grady & Bellows,
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2001; Tyler, 1992). My study examines how ITAs develop the skills they require to
fulfill their teaching duties in a Canadian academic environment and how a course on
domain specific intercultural communication assists in this process7. Domain is herein
defined as the field in which the intercultural communication occurs (e.g., medicine,
tourism, industry, etc.).
My study is situated at the intersection of literature on cultural adaptation
(specifically intercultural communication and the development of intercultural
communication competence) and higher education, specifically instructor communication
(teaching assistants (TAs) and international teaching assistants) (ITAs). My research
focuses on: 1) the learning process that international graduate students undergo while
adapting to teaching in a new academic culture; and 2) the education provided by the
institution to assist them in their adaptation by examining the outcomes of the course.
Map of Thesis

Figure 1. Map of thesis at the intersection of cultural adaptation and higher education
7 While it is debatable whether teaching is domain specific given the disparate types o f teaching duties o f
ITAs and the differing cultures o f disciplines across a university campus, I consider the field o f teaching to
be domain specific in that the elements captured by the Teacher Behaviour Inventory (TBI) are arguably
universal to good teaching in Canada.
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First I address the cultural adaptation required of the ITAs, namely the
development of ICC. Second, I discuss multi-culturalism in Canada . Third, I discuss the
ethical considerations of asking individuals to adapt to Canadian educational norms.
Fourth, I discuss how all communication is culture bound, emphasizing the multiplicity
of cultures. Fifth, I present some intercultural communication theory and discuss
intercultural training. Afterwards, I present North American concepts of teaching
competencies, which will lead to the cultural dimensions that must be presented in the
training. I discuss the cultural dimensions that are most salient to teaching with
illustrative examples from the literature. I then present the rationalization of my study,
and lastly, I introduce the teacher inventory (TBI) and my study.
Cultural Adaptation
Cultural adaptation refers to how individuals change their behaviour to meet the
demands of a new environment (Berry, 1997; Kim, 2001). Adaptation involves
acculturation, the learning of new skills, and deculturation, the unlearning of some
behaviors from one’s original culture. Integration is the conceptual framework within
which to examine how ITAs adapt to their new environment.
Integration is an approach which involves daily contact with individuals in the
new culture with a simultaneous wish for the newcomers to maintain their original
culture. Integration “requires non-dominant groups to adopt the basic values of the larger
society, while at the same time the dominant group must be prepared to adapt national
institutions (e.g. education, health, labour) to better meet the needs of all groups ... in the
plural society (Berry, 1997, p. 11). Integration requires ITAs to adopt the educational
values of Canada while simultaneously requiring that the university provide the ITAs
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education regarding the language and norms of the new culture. The cultural adaptation
of ITAs necessitates unlearning some of the classroom behaviors from their cultures of
origin and learning what is considered acceptable classroom behaviors in Canada both as
students and as instructors.
Canada: A multi-cultural society? Issues of culture and communication entered
discussions in society and academia in Canada initially in response to social unrest
between Anglophone and Francophone Canada. The outcome of the Royal Commission
on Bilingualism and Biculturalism (1963 -1969; Bilingualism and Biculturalism, Royal
Commission on, 2009), was the introduction of the Federal Multicultural Policy in
October, 1971 by Prime Minister Pierre Elliott Trudeau. In the House of Commons,
Trudeau expounded on the need for multiculturalism stating:
although there are two official languages, there is no official culture, nor does any
ethnic group take precedence over any other.... The individual's freedom would
be hampered if he were locked for life within a particular cultural compartment by
the accident of birth or language. It is vital, therefore, that every Canadian,
whatever his ethnic origin, be given a chance to learn at least one of the two
languages in which his country conducts its official business and its politics. ...A
policy of multiculturalism within a bilingual framework commends itself to the
government as the most suitable means of assuring the cultural freedom of
Canadians.
(Federal Multicultural Policy, 2009, italics added)

While Canada and most Canadians might espouse the virtues of multiculturalism
and the belief that there is ‘no official culture,’ Anglophone communication norms do
prevail in Anglophone Canada, and unless newcomers to Canada adapt their
communication patterns to those of the dominant society, their soft communication skills
(those which are cultural bound) as contrasted against their technical skills (those
represented by higher education degrees) will have negative repercussions in the
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workplace (Laroche, 2007). In a multi-cultural society, it behooves all Canadians to
learn about different communication norms. While a dominant group has less motivation
to learn about differences in cultural norms of communication, intercultural training with
undergraduates has demonstrated positive effect (Yook & Albert, 1999). Yook and
Albert found that intercultural training utilizing case studies called the Intercultural
Sensitizer with American undergraduate students resulted in their making fewer negative
attributions of ITAs and greater evaluations of their speaking competence (see Yook &
Albert for further explication). Interestingly, one of the conditions that elicited positive
emotions was the disclosure on the part of the ITAs that they were second language
speakers.
Ethical considerations/obligations. The question of asking ITAs to adapt their
behaviour and communication to comply with the educational values and communication
expectations of Canadian culture is an ethical one, which begs the question of whether the
requirement constitutes a form of linguistic imperialism. Phillipson (1992) stated that
“The English language and English language teaching are hegemonic if they uphold the
values of dominant groups, and if the pre-eminence of English is legitimized as being a
‘common sense’ social fact” (p. 76). The purpose of teaching ITAs about intercultural
communication, Canadian norms, and language structures appropriate for teaching is not
to legitimize Anglo Canadian notions of common sense. Cultural expectations are
essentially shared notions of common sense, and studying intercultural communication is
an attempt to make the notion o f ‘common’ sense obsolete, in that ‘sense’ cannot be
considered common at all—especially in a pluralistic country such as Canada.

18

It is essential for ITAs to be aware of the norms of the North American classroom,
as it will reduce the amount of culture shock they experience and encourage interaction
both with their students and as students themselves (Bhawuk & Brislin, 2000). Asking
ITAs to adapt their behaviour and communication to the Canadian classroom is not
tantamount to asking them to assimilate. Education and training “develop[s] awareness
and respect for alternative styles ... [and] ‘bistylistic’ competency (Bennett, 1998 p. 21),
which is “‘additive,’ not substitutive” (p.25). Thus an ITA’s adoption of Canadian norms
of classroom behaviour would add to their range of behaviors much as their newly
acquired language would add to their linguistic skills.
International graduate students have come to Canada as a result of their previous
academic success. Yet, research has shown that international students are penalized at
multiple points of their experiences in English language universities. They are penalized
for the quality of their work and their participation in classes, and many even experience
difficulties with their dissertations due to “cultural dissonance, personal problems and
linguistics ability” (Brown, 2007, p. 245). Brown and Halloway (2008) report that
international graduate students can experience so much negative emotion about being in
another culture that it affects their studies, but that “the development of academic cultural
competence” (p.241) decreases their stress. International graduate students initially
report assuming more passive roles in classes and “message abandonment” (Brown,
2008, p. 84) until their confidence increases. Message abandonment occurs when
individuals withdraw from communication before successfully accomplishing the
purpose for communication was initiated due to an inability to make themselves
understood or to understand the other. Such behaviour would only penalize them as
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students; however, engaging in passive behaviour and message abandonment while
teaching has implications for undergraduates and the larger institution and is therefore
unacceptable as an option.
While asking ITAs to adapt their behaviors is a professional requirement to help
them perform their tasks in more culturally appropriate ways, it arguably also serves as a
potential entry point for them into larger cultures. Intercultural training to assist
adaptation “minimizes ... stresses and negative adjustment outcomes, and maximizes
positive ones” (Yoo, Matsumoto & Leroux, 2006, p. 348). Moreover, it is not just Anglo
culture that has hegemonic tendencies: all cultures have norms. Intercultural
communication can serve as a key to enter what might otherwise be locked doors in
multiple cultures in their lives.

Once individuals realize that their communication norms

are not universal, they may arguably be more inclined to be receptive to alternative forms
of communication in different situations.
Communication is Culture Bound
Dominant cultures prevail in all academic disciplines and professions with
discourse which is considered appropriate: language “serves as a barrier to exclude
newcomers” (Green, 2010, p. 47). In every discipline, be it engineering or film studies,
students must be initiated or acculturated to what is considered appropriate discourse
within the discipline—or suffer the consequences. Gatekeepers who monitor discourse
abound at every step in academia. An undergraduate would lose marks for failing to
demonstrate critical thinking. A graduate student would lose marks for not considering
an issue from multiple perspectives. A new PhD who punctuated her sentences with the
word ‘like’ while interviewing for a position would arguably not be considered credible
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and possibly not hired as a faculty member. Academic texts by individuals in other
cultures are scorned due to differences in norms of rhetoric (Green, 2010), and the work
of researchers who write in a second language without complying with the norms of that
language risk not having their work recognized for its true merit. For example, the
French scientists who discovered the HIV virus did not make their discovery explicit
enough for the English speaking scientific community and were therefore initially not
credited with the discovery. Differences in rhetoric styles were blamed (Reeves, 1998).
Intercultural communication theory. Intercultural communication is difference
based and examines how “communication contribute [s] to creating a climate of respect,
not just tolerance for diversity” (Bennett, 1998, p.l). Intercultural communication
examines the effect that one style of communication has on individuals with other styles
of communication. Gudykunst and Kim (2003) articulate how culture influences our
communication: “Culture ... provides us with patterned ways of dealing with information
in our environment. It influences what we perceive, how we interpret, and how we
respond to messages both verbally and nonverbally”(p. 185). Intercultural
communication effectiveness involves “minimizing misunderstandings when people from
different cultures communicate” (Gudykunst & Kim, 2003, p .l8). Miscommunication is
a result of perceiving behaviour in communication differently than it was intended, and
therefore it is critical to have information regarding other cultures in order to: (a) convey
information in a way that it will be understood, and (b) perceive communication the way
it was intended.
Intercultural training. Professional training for international teaching assistants
needs to contain an intercultural component to acculturate them to the North American
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academic environment for their sake and for the sake of undergraduate students. This
training needs to acculturate them to the job expectations of a TA, as the TA role does not
exist in all countries (Bates Holland, 2008), and the training needs to be explicit about
the cultural expectations surrounding teaching communication and instructor behaviour.
Brown and Holloway (2008) discovered that international graduate students expressed
willingness to adapt to a new culture in the initial weeks of their sojourn; however, ITAs
do not know what they do not know. Luo, Grady and Bellows (2001) reported that
42.9% of ITAs reported difficulties with language differences, while only 17.9%
reported difficulties with cultural differences (p. 215). A comment illustrating a lack of
awareness but a simultaneous willingness to adapt is: “When you go to new country, you
know, you have to respect to something, but when you don’t know anything, how you
can respect something? ... You don’t know any rules” (Brown & Halloway, 2007, p. 39).
Unless ITAs receive training, they “will likely rely on their own experience
regarding what constitutes normative in the classroom (both for teachers and students)”
(Mendenhall, 1996, p. 233). What international graduate students considered to be
normative teaching behaviour will be influenced by the teaching behaviors they have
witnessed in their countries of origin. The following quote from an ITA in the United
States illustrates how this might manifest itself:
in my memory a good teacher in China does not answer student questions or
encourage students’ questions. Rarely does the teacher in China ask the students if
they understand the lecture fully before he moves on to another topic. He usually
prepares the content of one lecture and then talks from the beginning to the end
and maybe he asks a few questions--but very little. And usually he does not check
to see if the student has understood or not. This is how it has been in my own
experience (Bates Holland, 2008, p. 139).
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If ITAs based their behaviour on that noted in the preceding quote, their behaviour
would violate the expectations that students in North America have of their instructors,
which would arguably expose the ITAs to student antipathy. The following quote
represents how a lack of training exposes ITAs to the scorn of their undergraduates:
I remember going into my first class ... I said—I don’t know this material and it’s
true—it wasn’t my area. ...So I went and told my students, ‘I am going to follow
the book because I have nothing in my brain that says this is how you should do
this. I have no training. I have nothing. So you guys all have your manuals? They
said ‘yes.’ ‘Then we are going to follow this to the letter.’ And the students hated
me. They hated me (Bates Holland, 2008, p. 109).
While student sympathy is something that all instructors need to gamer, sending ITAs to
class predisposed to potential student antipathy due to a lack of training is unethical to
both the ITAs and to the undergraduate students. Disclosing to undergraduates that one
has no training is inadvisable; however, following a manual to the letter may arguably be
an anticipated behaviour in the absence of training.
Two forms of cross-cultural training are pertinent to this study: Behaviour
Modification Training (BMT), which is “necessary for habitual behaviors that people are
not usually aware of, especially behaviors that are acceptable, even desirable, in one’s
culture but which may be offensive in another culture” and cultural theory training to
provide “overarching theories” (Bhawuk & Brislin, 2000, pp. 181 - 182). To determine
what training is required, first I will examine North American concepts of teaching
competencies and then I will examine the overarching cultural themes that impact on
teaching.
North American Concepts of Teaching Competencies
Traditionally, having a PhD in a discipline was viewed as sufficient qualification
to teach in universities; however, in recent years, professional training and teaching skills
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have become crucial (Boman, 2008; Gaff & Lambert, 1996) and, to this end, researchers
have investigated teaching effectiveness and competencies. Much of the literature on
teaching communication focuses on delivery of information, what constitutes
competencies and incompetence, and the impact of teacher immediacy behaviors (TIB)
(the nonverbal and verbal communication which reduces the psychological and physical
distance between instructors and students) (Levy, Wubells, Brekelmans & Morganfield,
1997; Neuliep, 1997; Teven & Hanson, 2004).
Smith and Simpson (1995) studied expert opinions to determine competencies
important to teaching in higher education, and listed the ability to explain complex
concepts effectively in the top five competencies of instructional communication
competence. Conversely, Raths and Lyman (2003) listed indicators of incompetence in
student teachers and included “finds it difficult to answer students’ questions ... lacks
fluency in giving examples (or nonexamples) to illustrate principles or concepts... [and]
makes content unnecessarily confusing to students” (p. 212). As “culture ... provides us
with patterned ways of dealing with information in our environment,” (Gudykunst &
Kim, 2003, p. 185), our culture of origin will determine how we explain concepts and
how we expect to have concepts explained to us. Differences in patterns of delivering
information both confuses students and adds to the cognitive load of learning—and
arguably interferes with the process occurring at all.
Some of the literature on competencies does not acknowledge that concepts of
good teaching are culture bound and does not factor foreign instructors into the research.
For example, Simonds, Meyer, Quinlan, and Hunt (2006) examined how instructor
speech rate affected student perceptions of credibility and learning without allowing for
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the impact of accented speech. The study “found that moderate or fast speech rates are
preferable to students in terms of affective learning, nonverbal immediacy, and teacher
credibility” (p. 194). Accented speech and differences in patterns of presenting
information coupled with moderate or fast speech rates would arguably not have the same
impact on learning, immediacy, and credibility. Non-native speaking English speaking
instructors need to be included in any research on competencies.
McCroskey (2003) acknowledges that perceptions of effectiveness depend on the
culture in which behaviors are demonstrated. McCroskey examined whether American
students gave domestic instructors more favorable evaluations than they gave foreign
instructors and whether perceptions of instructor effectiveness were contaminated by
student ethnocentrism. While the students did favor domestic instructors, preferences
were attributable to differences in teaching communication styles: immediacy and clarity
were highly predictive of instructional outcomes. McCroskey operationally defined an
effective teacher as “one who produces positive outcomes in any or all of the domains of
learning and/or establishes a positive relationship with ... students” (p. 78). McCroskey
recommended directions for future scholarship to include investigations into how training
can contribute to teacher communication efficacy, which is the aim of my research.
Neuliep (1997) contributes to the research on TIB by examining the intersection
between immediacy and intercultural dimensions. Neuliep suggests that immediacy
behaviors were predictive of greater learning for both Japanese and American students;
however, verbal immediacy correlated more for learning with American students,
whereas nonverbal immediacy correlated more for Japanese students. This adds to the
evidence that perceptions of teacher efficacy and student learning are culture bound.
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Fitch and Morgan (2003) found that in undergraduate students’ interactions with
ITAs, undergraduates perceived themselves as victims whose most egregious complaints
pertained to the oral communication of the ITAs and their lack of immediacy. Teven and
Hanson (2004) found that teacher caring and teacher immediacy affect student
perceptions of instructor credibility. Their findings indicated that nonverbal immediacy
and teacher caring foster positive student perceptions of teacher credibility. Teaching
behaviors which increase non-verbal immediacy and result in perceived caring include:
“eye contact, gestures, relaxed body position, smiling, vocal expressiveness, movement,
and proximity” (p. 41). Teven and Hanson also state that a lack of immediacy can be
mitigated by “explicit verbal caring messages” (p. 50) such as “Good job, ... that’s a
good answer/question,... you can do it” (p. 44). Students have negative perceptions of
teacher credibility regardless of levels of immediacy when teacher caring is low.
Therefore, if ITAs care about their students and show and articulate it in ways that the
students recognize, the ITAs may appear to have more credibility, and they may be able
to compensate if they are not as immediate as their students would like them to be. The
work of Neuliep and Teven and Hanson inform my research by emphasizing the
importance of verbal and nonverbal immediacy behaviors to students and student
learning. Immediacy behaviors are a strategy ITAs could employ to bridge the divide
between them and their students.
Cultural Dimensions
Much in the ITA literature addresses the concept of culture in highly ambiguous
terms without examining intercultural communication theory and without stipulating
what dimension not just of culture but of cultural difference is most salient to elements of
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ITA communication (Gorsuch, 2003; Hoekje & Williams, 1992; Luo, Grady & Bellows,
2001; Tyler, 1992). Without examining specific cultural variables, miscommunications in
ITA discourse can be identified; however, frequently they are reported using ethnocentric
language implicitly identifying North American patterns of discourse as normative and
non-native patterns of discourse as deviant or deficient (Bates Holland, 2008). Louie
(2005) counters this shortcoming in the literature succinctly: “The ‘deficit’ view of
international students is not effective pedagogically because it assumes not only that
some cultures are in ‘deficit,’ but that cultural baggage is carried only by students not
teachers ... In reality ... the cultural baggage carried by the teachers has a much more
dominant effect than that carried by the students” (p. 23). In order for ITA training to be
effective pedagogically, we need to know what type of training is required of ITAs, but
we must also consider who is charged with the training.
The three overarching dimensions of intercultural communication which apply the
most to teaching communication competence in ITAs are that of low context/high context
(Hall, 1976), collectivism/individualism, and power distance (Hofstede, 1980).
Intercultural dimensions such as those of Hofstede and Hall have been criticized by
individuals who view their dimensions as binary (U. Connor, personal communication,
June, 2009, McSweeney, 2002;), positivist (Chuang, 2003), or “cultural products of a
Eurocentric mindset” (Kwek, 2003, p. 122), which “homogenize, reduce, and silence
other cultures” (Kwek, 2003, p. 124). However, the dimensions need not be viewed as
binary or as dichotomous. If they are viewed as spectra rather than binaries, individuals
might be less inclined to see culture as reified and more as dynamic. Spectra allow for
discussions rather than creating an Us and Them divide. Moreover, they provide a
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framework within which discussion can occur regarding aspects of culture that need
acculturation or déculturation. This framework allows for reflections about cultural
differences that can create hooks for students, which is critical for learning:
Because learning is individually constructed, socially supported, and culturally
mediated, learners in unfamiliar social and cultural environments may have
difficulty in activating, or ‘hooking’ into, their existing schemas in order to build
new knowledge, especially where new information is incongruent. The result can
be ‘cognitive dissonance’ or psychological confusion. (Ryan & Hellmundt, 2005,
P- 14.)
Differences are not deficiencies, and in order not to gamer resistance in ITAs regarding
what they are learning, adaptation needs to be framed without suggestions of deficiencies.
Low context/high context communication. Communication in North America
is low context (Hall, 1976; Hofstede, 1980)8. Low context communication is very direct,
its logic is very linear and step-by-step, and the speaker is expected to make the point
succinctly, explicitly, and verbally. Knowledge in low context communication is not
assumed to be shared: one of the first things writing instructors in North America teach
students is, “Assume your audience knows nothing.” In low context communication, it is
primarily the speaker’s responsibility to make himself/herself understood, and it is
appropriate for a listener to express a lack of understanding to a speaker. Low context
communication in a classroom manifests itself in the expectation that it is the instructor’s
responsibility to ensure that students understand. (Whether instructors fulfill this
responsibility is not under discussion.)
High context communication is indirect, its logic tends to be more circular, and it
makes use of repetition and implication to make a point. High context communication
8 Janet M. Bennett, a leading intercultural communication scholar, estimates that only approximately 5% o f
the world engages in low context communication (personal communication, July, 2006), which means that
it is safe to assume that almost all international students in North America will tend to operate with higher
context communication patterns than North Americans.
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also tends to make greater use of silence and non-verbal behaviour. Assumptions are
made about how much knowledge is shared in high context communication. The speaker
might lead the listener near the point, but the listener is expected to deduce the point and
make connections by himself/herself. In high context communication, it is primarily the
listener’s responsibility to understand the speaker. In high context cultures, it is generally
not appropriate for a listener to express a lack of understanding to a speaker, and doing so
might constitute a loss of face to the speaker (Gudykunst & Kim, 2003; Ting-Toomey,
1994).
In any given culture, individuals might employ high context or low context
communication depending on who their interlocutors are. For example, a teaching
assistant from a low context culture might employ high context communication when
speaking with his office mate when he comes back after a lab and says, “You’ll never
guess what he said today.” As his office mate is well versed in her friend’s difficulty with
one problematic student, she will not need clear explication about who 'he ’ is. Likewise,
even in a high context culture, individuals might employ low context communication
patterns and be very direct, especially if they have authority and power in a situation.
The implication of these differences in communication styles is that ITAs might
not realize the extent of their responsibility as teaching assistants to make sure that their
students understand their explanations. Moreover, intercultural research has
demonstrated that American students assumed less responsibility for their learning than
did French students (Roach, Comett-Devito, & Devito, 2005). Therefore, ITAs might be
unaware of the extent to which they are expected to help the students learn. An
illustrative example of the perception this creates with an ITA is as follows: “Students
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here want to be given information with little effort on their part. In China you must leam
on your own and push yourself very hard” (Bates Holland. 2008, p. 133). In addition,
Canada does not have one standardized university entrance exam, unlike the countries
from where ITAs come. Canadian undergraduates therefore have disparate levels of
knowledge in subjects when they arrive at university. Given the differences in academic
systems, a common ITA error is to overestimate student knowledge, so the ITAs tend to
begin their instruction assuming greater common ground (Eland, 2001).
In the United States, legislation has been considered to ensure that foreign
teaching assistants “be verbally understandable to their students” (Mendenhall, 1996, p.
232). Given the North American concept of instructor competency being contingent on
clear explanations of concepts, much in the ITA literature has focused on the need for
comprehensible form and the need for discourse marking to achieve understanding9.
Research on ITAs has contained questionnaires featuring statements such as: “A good
teacher uses a logical progression of ideas during lectures,” and “A good teacher gives
clear definitions for the concepts” (Gorsuch, 2003, p. 8), failing to capture how logic or
definitions have cultural variations. A shortcoming of a self-report tool is that ITAs
could easily agree with these statements without necessarily understanding the
implications or achieving the behaviors according to observers.
The literature is replete with reported undergraduate student descriptors of ITA
teaching communication incompetence and incoherence with references to the speech
being “muddled, rambling ...a series of non sequiturs” (Tyler, 1992, pp. 718-719).
Hoekje and Williams (1994) state that frameworks for measuring ITA competence: “must
minimally include the presentation o f information in comprehensible form, a familiarity
9 Discourse marking is the wording— the cues— that draw connections between ideas and orient listeners.
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with the speech situation and the roles o f the participants, and the development of styles
of speech and interaction” (p. 13, italics added). Tyler (1992) examined the impact of
discourse markers on the perceived coherence of ITA speech and stated, “When ...
discourse expectations [of cues] are violated, communication problems arise” (p. 716).
Williams (1992) examined how inadequate use of discourse markers results in the failure
of ITAs to orient their listeners:
ITAs frequently do not adequately elaborate the key points of their presentations.
They often do not name important steps, mark junctures explicitly, or make
cohesive links between ideas. ... ITAs often do not repeat or rephrase important
points; digress from the main line of thought and move on to new topics without
warning; omit discourse marking to overtly frame illustrations, examples, and
axioms, and they do not summarize material (p. 694).
In addition to not delivering information with the requisite cues for understanding, in one
study, Luo, Grady and Bellows (2001) found that 65.3% of American TAs used more
than one strategy to present the same idea, whereas only 46.4% of the ITAs reported
doing so (p. 219).
These studies fail to acknowledge that cultural difference in discourse subsumes
multiple aspects of delivery of and engagement with information. The expectation that it
is the ITA’s duty to orient their listeners is a characteristic expectation of low context
communication, whereas the need not to do so is characteristic of high context
communication. The ‘roles of the participants’ stipulating who is responsible for
understanding is a cultural variable. An ITA who was unaware of the duty to ensure
understanding might perceive the use of multiple strategies to explain the same idea to be
a waste of precious class time and insulting to the intelligence of the students. In fact, an
ITA without intercultural communication competence could even view single
explanations as a positive element. Therefore, ITAs need to know that North American
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students might require more specificity in order to understand their explanations.
(However, the ability to explain something in more than one way requires a level of
language proficiency that not all ITAs possess.) Additionally, ITAs would need to be
aware of the need to check for student understanding by allowing for questions.
Individualism/collectivism. The tendency for a society to be individualistic or
collectivistic is based on the degree to which individuals are at liberty to work towards
achieving their individual goals compared to the degree to which individuals subsume
their own personal goals for the sake of the larger group. Within the context of a
classroom, Hofstede (2001) emphasizes the role of “harmony, face, and shaming in a
class” (p. 237) in societies with more emphasis on collectivism. In more individualistic
cultures, students expect to be able to speak up in classes, and students’ self-esteem is
considered to be instrumental for academic success. One of the ways this would manifest
itself in a classroom relates to students asking questions of the instructor during class
time when they do not understand something and being asked questions to ascertain their
understanding. (Being validated for responses or even effort for incorrect responses
would also be a further expectation of individualistic students.) ITAs might not expect
questions during class, as such interruptions would interfere with their ability to complete
presenting the material they had prepared for the entire class. In addition, many ITAs
have come from societies where the number of students in class was much greater than it
is in Canada, and they might perceive fielding questions as being logistically unfeasible.
Yook and Albert (1998) found the most salient cultural dimensions between
Koreans and Americans were individualism/collectivism and the use of power distance
(defined in the following section). They examined negotiation between Korean and
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American college students and found that Koreans, who tend to be more collectivist, had
fewer instances when they considered negotiating with an instructor to be appropriate.
Yook and Albert found that differences in negotiations between Americans and Koreans
could be categorized as those pertaining to student needs (“not learning as much as
expected, having problems with the class, not understanding”; p. 27) and challenging
accuracy and views (“negotiating about incorrect scores or points, and speaking with
classmates if the student’s views differed from their classmates” ; p. 27).

Challenging

accuracy and views could be perceived as a threat to harmony and authority (hence face)
by an ITA from a collectivist background who was unfamiliar with the norms of the
culture of debate in North America (Tannen, 1998).
This study illustrates how much North American undergraduate communication
could easily be misinterpreted by ITAs as designed to make them lose face, and how
without intercultural information about classroom behaviour and communication, ITAs
could easily see Canadian undergraduates through an adversarial lens. Moreover, ITAs
need to know that when they do not know an answer, saying so does not constitute a loss
of face. Otherwise, they may give an answer which is not convincing to the students as a
face-saving mechanism (Ting-Toomey, 1994) to maintain their authority. Such an
episode can result in the perception for the undergraduate that the ITA is incompetent and
does not have the knowledge to do the job or English skills to comprehend the question.
Power Distance. The intercultural dimension associated with authority is power
distance. Power distance is the degree to which individuals in societies accept
differences in power or influence based on status. For example, countries that have high
power distance accept the fact that a first bom in a family would have greater rights than
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a third bom. In low power distance countries, individuals have greater expectations of
<

equality and are uncomfortable with power dynamics based on status. In a classroom,
power distance would manifest in a class being teacher-centered or student-centered
(Hofstede, 2001) and in the level of formality that would exist between student and
instructor.
High power distance societies such as China, Iran, and Pakistan would have
knowledge dispensed by authoritative professors to be received by the students. Current
pedagogical practices in Canada emphasize involving students in learning, and
undergraduate students expect to have some equality in classrooms. Many Canadian
professors permit students to call them by their first names, reflective of low power
distance. In addition, undergraduates demonstrate behaviour that ITAs tend to find rude,
such as arriving late, eating in class, putting their feet up on the desks, etc., as it is not
sufficiently formal or deferential. ITAs need to be able to reframe these behaviors so
they may recognize them as being culturally appropriate to the context (albeit displeasing
to many Canadian instructors as well) rather than a deliberate offense to the instructor.
The line between being authoritative and authoritarian in a North American
classroom is challenging to negotiate. A consistent theme in the literature focuses on the
need for instructors to avoid being overly authoritarian. Roach, Comett-Devito and
Devito (2005) examined cultural differences between American and French instructor
communication measuring the American and French instructor variables of power,
affinity seeking, and immediacy behaviors and their impact on the American and French
student outcome variables of affective learning, affect toward instructor, and cognitive
learning. Their findings suggest: (a) affinity seeking and nonverbal immediacy were used
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more by American instructors; (b) whereas American students were more sensitive to use
of power than their French counterparts, use of power for French professors correlated
with increased learning outcomes for French students; and (c) American students reported
liking their instructors more than the French students did and experiencing greater
affective and cognitive learning.
While North American classrooms tend to have lower power distance than classes
in many other countries, cultures with lower power distance than that found in North
America require adaptation on the part of North American instructors. Crabtree and Sapp
(2004) examined what adaptation they needed to make as American instructors in Brazil
to be ethical and pedagogically effective. They found that it was necessary to surrender
elements of authority in the classroom, allow the boundaries between the personal and the
academic to be less clearly delineated, and extend classroom learning to coffee breaks.
As mentioned before, teacher immediacy behaviors are the nonverbal and verbal
communication which reduce the psychological and physical distance between instructors
and students. The very concept of TIB is culture bound in that teachers in high power
distance cultures do not necessarily strive to reduce distance between themselves and
their students, nor is it appropriate behaviour in all cultures. However, what one culture
considers immediate may not be considered as such in another culture. While ITAs need
to be more immediate and reduce the power distance between themselves and their
students, the American instructors had to become even more immediate and less
authoritarian in their classes in Brazil. Assuming that ITAs do wish to reduce the distance
between themselves and their students (it is also worth noting that not all Canadian
instructors wish to do so), they may not be aware of all the elements involved in doing so.
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Pickering (2001) examined how use and choice of tone impact ITA
communication and led to negative stereotyping and negative attributions on the part of
undergraduates. Pickering found North American instructors modulated their tone with
the intention of establishing common ground, creating social convergence, and projecting
solidarity, whereas ITAs utilized more monotonic tones. In addition to reducing
instructor immediacy, monotonic tones result in the material becoming less accessible
and boring to students. If ITAs have never had native speaker English teachers, they
would never have even heard teacher tones modeled. Their pronunciation classes might
only have focused on features such as individual sounds, and intonation might have only
focused on elements such as rising tones for questions, or falling tones for certain tag
questions. It is highly unlikely that ITAs were explicitly taught the tone for saying
phrases to communicate teacher caring such as, “good job,... that’s a good
answer/question, ... you can do it.” Moreover, in cultures where praising behaviors are
not common, students sometimes perceive such behaviour as sarcasm (Tannen, 1998).
Another component which impacts heavily on perceptions of power distance is
the element of pragmatics. Pragmatics is critical when communicating in a second
language because when somebody speaks very little of our language, we consider them to
be “outsiders” and judge their behaviour depending on how we generally feel about their
culture. However, when somebody speaks our language really well, we tend to consider
the person to be part of our group and interpret their behaviour according to our rules
(Platt, 1989). Pragmatics is a wholly under-researched aspect of the ITA literature, and
scant examples of it exist. (Bardovi Harlig & Hartford (1990) examined ITA pragmatics
during academic advising sessions, and Davies & Tyler (2005) examined a single
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interaction between a Korean ITA and an undergraduate in a Physics lab.) While
research on ITAs frequently focuses on language competencies, even highly competent
second language speakers could have poor classroom English pragmatics and be judged
harshly as a result.
Without domain specific training in the pragmatics surrounding teaching elements
such as responding to questions, ITAs will translate phrases that would work in their
cultures but which have different meanings in English. A very common example of this
is demonstrated when responding to questions. A phrase frequently used to begin a
response by ITAs is, “As I said before...” The secondary meaning to this phrase is “If
you had been listening to me, you would not have asked that question.” The result of
well intended discourse on both sides can unfold as follows: (a) an ITA uses discourse in
her instruction which complies to the patterns of her culture but which has not been
completely understood by a student; (b) the student then asks a clarification question; (c)
the ITA responds using a phrase that contains a veiled reprimand; and (d) bad feelings
occur on both sides.
One final aspect that is missing from the literature on ITAs is research that
features cultural informants. Davies and Tyler (2005) engaged in discourse analysis of a
video recording of an interaction between a Korean ITA and an undergraduate in a
Physics lab, followed up by a subsequent verbal report by the ITA. They further
conducted interviews with six Korean and three American cultural informants to discuss
the ITA’s use of language and norm behaviour regarding cheating on quizzes both in
Korea and in the United States. The conclusion arrived at by the cultural information was
that the Korean ITA had behaved aggressively, and the American undergraduate had
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behaved disrespectfully. The authors contribute enormously to the research on ITAs, as
they demonstrate that not all misunderstandings are a result of first language pragmatics
on second language exchanges, and that a third ‘space’ exists where pragmatics plus an
incomplete understanding of the second culture collide. Davis and Tyler conclude with a
recommendation that more ITA/student interactions be videotaped for further discourse
analysis. The richness of this study is that it demonstrates the need for cultural
informants in ITA research, and it acts as a cautionary tale against assuming that
observed behaviour is always indicative of an individual’s cultural norms.
Teacher Behaviour Inventory
Knowledge of communication norms is not sufficient for intercultural
competence, nor is it predictive of behaviour (Bennett, 1998; Ruben & Kealey, 1979).
Cognitive change is necessary for behavioural change to happen; however, cognition
alone will not necessarily result in behavioural change. Therefore, it is essential to
include a component in research on ITAs that captures their behaviors.
Luo, Grady, and Bellows (2001) examined whether nationality, gender, and
academic discipline bore on the perceptions of TAs and ITAs regarding instructional
roles, teaching styles, methods of instruction, communication problems, and problems
encountered in the classroom by asking them to self-assess their teaching and
communication strategies. The ITAs had all attended the university’s Institute for
International Teaching Assistants, exposing the ITAs to the norms of American
education. Arguably, some of the ITAs could have responded to the questionnaire in a
socially desirable manner, as repeating the views of the ‘masters’ might demonstrate
learning for those from Confucian cultures (Nisbett, 2003). A shortcoming of this study
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is that observable behaviors are arguably a more accurate representation of what
transpires in classes than self-reported behaviors.
Ruben and Kealey (1979) suggest that utilizing measures to capture performance
or behaviour is considered appropriate when studying communication skills. For my
study, the use of the Teacher Inventory (TBI; Murray, 1983) will measure the degree to
which students change their teaching repertoires and add to their skills. The TBI captures
low-inference teaching behaviors, which Murray (1983) defines as “specific classroom s
of the instructor which can be recorded by direct observation” (p. 138). The TBI also
captures teacher immediacy behaviors such as eye contact, use of gestures, smiling,
speaking in a dramatic fashion, etc.
Boman (2008) identified TA training outcomes as “increases in knowledge,
confidence, and teaching skills or behaviors” (p. 43). Sixty percent of the participants in
Boman’s study were ITAs. Boman classified the TAs as being international based on
their speaking English as a second language and having lived in Canada for four years or
less (although three participants whose first language was English were classified as
international, as they had been in Canada for less than two years). Foreign-born TAs
were considered Canadian if they had lived in Canada for ten years. A potential
shortcoming of Boman’s study could be how the status of international or Canadian was
attributed to the participants. My own previous research shows that ITAs with 10 years
of living in Canada can remain unfamiliar with the norms of Canadian education and can
experience career threatening misunderstandings with their students (Le Gros, 2008).
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Chapter Three - Methodology
In this chapter, I describe the methodology utilized in this study. I outline the
research site and the training program under consideration, after which I discuss the
recruitment and profiles of the participants in the study. I provide a rationale for utilizing
a mixed methods approach to explore the development of intercultural communication
skills—specifically the adaptation of the teaching behaviors of the international teaching
assistants (ITAs). I then present the methods by which I collected and analyzed the data,
after which I discuss the measures undertaken to ensure the validity of the findings.
Lastly, I position myself as a researcher within the study and discuss the limitations of
my research.
The Research Site
The research was conducted at a large research-intensive university in south
western Ontario (SWOU). The context of universities with internationalization as their
objective was discussed in Chapter One, as were the percentages of international graduate
students amongst the teaching assistant population. SWOU provides support for ITAs
through non-credit courses.
The Training Program: Communication in the Canadian Classroom
This research was designed to examine the outcomes of a course for international
graduate students. I am the instructor of Communication in the Canadian Classroom
(CCC), a non-credit course designed to familiarize international graduate students with
the norms and expectations of Canadian students and Canadian academia. CCC is open
to all international, permanent resident (newcomer to Canada with the right to live and
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work in Canada), new Canadians, and second language graduate students10. Participation
in the classes is voluntary. ITAs self-select and self-identify as students who wish to
learn about cultural and language differences. No fees are associated with the course.
The course involves 40 hours of instruction and is typically offered twice a week for 10
weeks in two-hour classes through the centre that supports teaching (CST) at SWOU.
The course introduces students to the field of intercultural communication,
strategies for overcoming culture shock, and cultural differences in classroom norms.
Several segments of the course focus on the specific language structures required to
engage in the interactions required of ITAs, such as phrases for praise giving, responding
to questions, handling problematic students, etc. (Refer to Appendix A for a complete
outline of the course.) In CCC, students11 microteach on three separate occasions—once
at the beginning of the course, once in the middle of the course, and once at the end of the
course. Microteaching involves the students teaching their classmates about a topic from
their disciplines for 10 minutes and then fielding questions from the audience. The time
spent on questions varies from student to student; some presentations elicit multiple
questions, whereas others elicit only one or two. The microteaching components are
always videotaped for the students so they can observe their own behaviors while they
teach.
Participant Recruitment
The research was undertaken between September, 2008 and the end of May, 2009.
The participants were members of four separate classes: Fall 08 (two courses), one of
which ran twice a week from September, 2008 to December, 2008 (Cohort 1), and
10 As mentioned in Chapter 1 ,1 do not distinguish between these groups in my reference to them as ITAs.
111 use the term ‘students’ to refer to the individuals who enrolled in the course and the term ‘participants’
to refer to the individuals who participated in this research.
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another which ran once a week from September, 2008 to March, 2009 (Cohort 2); Winter
2009, which ran twice a week from January, 2009 to April, 2009 (Cohort 3); and Spring,
2009 (Cohort 4), which ran every day during May, 2009. As I was both the instructor in
the course and the researcher in this study, I remained blind to the identity of participants
until after the course was completed out of ethical considerations. On the first day of
class, another member of the CST staff, the Research Assistant (RA) described the nature
of the research to the class and invited participants.
The participants registered to take CCC of their own volition. They could have
heard about the course from any number of sources: via e-mail; from their departments;
from word of mouth from previous students; during the International Graduate Teaching
Assistant Conference (a half-day series of workshops and discussions to familiarize ITAs
with what is available for them at SWOU); from the CST website; or from sessions in
which staff from the CST presented in the students’ departments. All the students in
CCC had the option of not participating in the study, and if they declined to participate,
their data was not used.
The participants in the study consisted of 13 Masters students and 14 PhD
students, 10 of whom were female and 17 of whom were male. Twelve of the students
came from various engineering departments, consistent with previous class averages of
approximately 50% engineering students. The study participants consisted of nine
participants from Iran, three from China; three from Colombia; three from Egypt, two
from the Ukraine, one from Pakistan; one from Romania; one from India; one from Iraq;
one from Taiwan; one from Ghana, and one from Saudi Arabia (See Table 1 for more
detailed information about the participants).
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Table 1

Profile o f the ITA Participants
Case

Cohort

Interviewed

1

1

Y

2

1

3

Gender

M

Date o f
Arrivai in
Canada
May 06

Country
o f Origin
India

Y

M

Sept 07

Iran

1

Y

M

Jan 06

Ukraine

4

1

Y

M

Sept 08

5

1

Y

F

7

1

Y

8

3

9

Programme

Degree

PhD

China

Civil &
Environmental
Engineering
Electrical &
Computer
Engineering
Applied
Mathematics
Computer Science

Sept 08

Egypt

French Studies

PhD

M

May 01

China

Masters

N

M

Aug 02

Colombia

3

N

M

Feb 06

Pakistan

Mechanical &
Materials
Engineering
Mechanical &
Materials
Engineering
Education

10

3

Y

F

Aug 07

Taiwan

Anthropology

Masters

11

3

Y

M

Aug 08

Ukraine

Chemistry

Masters

12

2

Y

F

Aug 06

Iraq

PhD

13

3

N

M

Jan 09

Iran

14

2

N

M

Sept 08

Iran

15

1

Y

F

Aug 08

Iran

Medical
Biophysics
Mechanical &
Materials
Engineering
Mechanical &
Materials
Engineering
Computer Science

18

1

Y

M

Aug 08

Egypt

19

3

Y

F

Dec 08

Iran

20

2

Y

M

Sept 08

21

1

N

M

June 03
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Masters

PhD
Masters

Masters

Masters

PhD

PhD

Masters

Civil &
Environmental
Engineering
Physics

PhD

Colombia

Biomedical
Engineering

PhD

Colombia

Civil &
Environmental
Engineering

Masters

Masters

22

4

N

M

?

Iran

23

4

N

F

Sept 08

Romania

24

4

N

F

Apr 09

Iran

25

4

N

M

Aug 05

26

4

N

F

27

4

N

28

4

29
30

Electrical &
Computer
Engineering
French Studies

PhD

PhD

Egypt

Applied
Mathematics
Computer Science

Aug 08

China

Computer Science

PhD

M

Aug 08

Ghana

Education

Masters

N

F

Jan 09

Iran

PhD

4

N

F

Oct 08

Iran

2

N

M

Jan 08

Saudi
Arabia

Chemical &
Biochemical
Engineering
Biomedical
Engineering
Computer Science

PhD

PhD

Masters
Masters

Table 2 below details the number of students from each cohort. I include the
number of students who registered contrasted against the number of students who
attended to indicate the level of interest in the program. Many students register for the
course but are ultimately unable to attend due to scheduling difficulties, work load, etc.
As the workshops are extracurricular, a certain amount of student attrition always occurs
when the students’ timetables become busier—i.e., in November. Cohort 1 contained 21
students, nine of whom were participants; Cohort 2 contained nine students, four of
whom were participants; Cohort 3 contained 18 students, six of whom were participants;
and Cohort 4 contained 24 students, eight of whom were participants.

44

Table 2

Participants by Cohort
Students Registered

Students Who
Attended

Participants Who Completed
All Components

Cohort 1
September 08 December 08

38

21

9

Cohort 2
September 08 March 09

33

9

4

Cohort 3
January 09 March 09

37

18

6

37
(including 10 post
docs who were not
included in the study)

24
14 (grad students)
10 (post docs)

8

Dates Of Courses

Cohort 4
May 09

It is also interesting to note how unequal commitment to this course on the part of
university administration affects attendance. For example: I had originally planned to
involve 60 students from four classes of CCC, two held from September to December,
and two held from January to April; however, scheduling difficulties resulted in smaller
classes and greater student attrition than was normally experienced. Cohort 2 should
have consisted of one course of 45 students from one department, as had been requested
by a dean. Unfortunately, despite multiple attempts to gain participation from the
graduate chairs to secure a time slot available to all the students in the department, I was
unable to do so. I therefore decided to offer the course from September to March on
Friday afternoons, a time when many graduate students were available. One of the
graduate chairs subsequently scheduled a graduate seminar for that time, which resulted
in many students no longer being able to attend. In addition, due to schedule changes,
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some students were no longer able to attend in January. While 33 students were
registered, only 9 remained in March.
Due to these factors and my wish to have enough participants to be able to
conduct statistical analysis, I extended my data collection to the end of May, 2009,
thereby including Cohort 4, which took the class every day for one month. As one of the
objectives of this research is to evaluate the outcomes of CCC on the teaching behaviors
of ITAs, it is also interesting to see if the format in which the program is offered bears on
the development of the ITAs’ teaching behaviors. Therefore, although not my initial
intention, the multiple formats lend the data to being analyzed by cohort.
Rationalizing a Mixed Methods Approach
The theoretical framework of this study involves literature from the field of
intercultural communication and intercultural adaptation (both of which are explicated in
Chapter 2), which involves the cognitive, behavioural, and affective domains. Deardorff
(2006) examined expert consensus of the definition and assessment measures of
intercultural competence amongst a panel of internationally recognized scholars of
intercultural communication. The information gathered by the panel was then validated
by administrators involved in higher education and internationalization efforts. The
intercultural scholars maintained that a mixed methods approach was “the best way to
assess intercultural competence” (p. 250). Four methods of assessment achieved 100%
agreement by the administrators: “observation by others/host culture, case studies,
judgment by self and others, and student interviews” (p. 250). My study utilizes three of
the four methods suggested—observation by others/host culture, judgment by self and
others, and student interviews.
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There are multiple groups directly or indirectly involved with the study: the ITAs;
their departments; the undergraduate students whom the ITAs teach; and the larger
university community. The research is important to all of the groups, as the findings
could potentially influence departments to allocate time for their ITAs to develop their
intercultural communication skills. I am an appropriate individual to be engaged in the
research due to my education, my professional training, and my work history (see
Positioning Myself as a Researcher below).
Data Collection Procedures
As previously mentioned, students completed three microteaching sessions as part
of the course. For the purposes of this study, the microteaching components were
videotaped with two cameras simultaneously, so that two copies of each microteaching
were available. The students received one copy of their microteaching immediately after
the microteaching, and I kept the other copy. I utilized two microteachings—one from
the beginning of the course (the baseline) and one from the end of the course—to capture
whether the participants had progressed as a result of the course.
After the course ended, I engaged in purposive sampling to select 13 participants
whom I interviewed. I followed Cohen, Manion and Morrison’s (2007) definition of
purposive sampling in which “researchers handpick the cases to be included in the sample
on the basis of their judgment of their typicality or possession of the particular
characteristics being sought” (pp. 114-115). I sought participants who reflected the
population of the class in terms of country of origin and gender, whose attendance was
consistent, and who preferably had teaching duties or direct contact with students. I
asked follow-up questions to clarify issues when the participants did not understand the
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question, allowing them to read the question if need be. The interviews lasted between
13 and 43 minutes, and the mean was 27 minutes. I transcribed the interviews in full and
returned them to the participants to check for accuracy. Two participants amended their
transcripts with clarification. As I did not hear from the other participants, I assumed that
they did not want to change or clarify what they had said.
Sources of Data/Methods
My primary intention in this study was to investigate how participation in CCC
affected the intercultural communication skills—specifically the observable teaching
behaviors—of ITAs. I used the adapted TBI, as it captures the outcomes of short-term
programs, and it has construct validity as a tool to measure what is considered good
teaching in Canada, as the teaching behaviors correlate to student evaluations (Boman,
2008; Renaud, 1996). The self-reported TBIs allow for the “opinions and views” (Cohen,
Manion & Morrison, 2007, p. 139) of the ITAs to be included in the interpretation of the
results.
Data for the current study were collected through the following sources and
instruments: (a) the microteaching component; (b) the TBI; (c) interviews; (d) registration
information; and (e) a norms and expectations questionnaire (NEQ), which the students
complete on the first day of class. Each is addressed in turn below.
Microteaching component. Students completed two microteaching segments, each
of which consisted of 10 minutes of teaching by the participant and approximately five
minutes of question and answer involving the rest of the class. The first segment (Tl)
was conducted during class time on the second day of class before any substantive
discussion about teaching was conducted in the course. The second segment was on
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Session 17, 18, or 19 of the course. The course generally involves 20 sessions. It is worth
noting that most of the sources of the data (the microteachings) were part of the regular
classroom requirements and the data collection took place within the context of the
course except for the interviews and the completion of the TBIs.
Teacher behaviour inventory. The TBI (Murray, 1983) captures low-inference
teaching behaviors, defined as “specific classroom s of the instructor which can be
recorded by direct observation” (p. 138). The TBI is used to measure the degree to which
students changed their teaching repertoires and added to their skills. Murray’s research
version of the TBI consists of 50 items, which includes eight categories of teaching
behaviour: Clarity; enthusiasm; interaction, organization, pacing, disclosure, speech and
rapport. The responses of the TBI are on a Likert scale of 1 - 5 (1 = almost never; 2 =
rarely; 3 = sometimes; 4 = often; and 5 = almost always.) Boman (2008) utilized an
abridged 15-item version of the original TBI (TBI-2) adapted to be used for
microteaching segments (as opposed to observations made during an entire class). The
abridged version consists of five subscales: clarity; enthusiasm; interaction; organization;
and speech as well as a single item assessing general effectiveness of the instructor,
hereafter referred to as the Overall Rating. The Overall Rating is rated as follows: 1 =
“strongly disagree;” 2 = “disagree;” 3 = “neutral,” 4 = “agree;” and 5 = “strongly agree.”
I amended the 15-item TBI-2 to reinstate three items from Murray’s research
version to capture elements of ITA communication (i.e., “I stick to the point in answering
students’ questions;” “I use humour or anecdotes in my teaching;” and “I maintain eye
contact with students”). These elements are culture-bound aspects of teaching, and I was
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interested in capturing ITA use of these behaviors. As these three items were in the
original TBI, their inclusion would not have diminished the validity of the amended TBI.
The abridged 18-item version of the TBI (see Appendix B) was not a regular
component of the course. After the students presented each of their microteaching
components at the beginning of the course and at the end of the course, I sent the whole
class the TBI electronically. The students were instructed to watch their DVDs and then
complete the TBIs to comment on their observed teaching behaviors. The instructions
about how to complete the TBI were on the TBI form itself. The TBI was completed by
the participants outside of class time. The RA and I completed the TBIs after all data was
collected and the courses were completed. The participants’ copy of the TBI will be
referred to as the Self-TBI, and the observer versions will be referred to as the ObserverTBIs in Chapter 4.
Interviews. I conducted 13 semi-structured interviews consisting of 10 questions
with a purposive sampling of participants (see Appendix C for interview questions). The
interviews were conducted after the participants had completed the course—some in
December, 2008 and others in April, 2009. I approached the students after the course
was completed either in person or by e-mail and asked them if they might be interested in
being interviewed for my research.
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The interview was designed to examine participants’ individual experiences
surrounding adaptation. As discussed in Chapter 2, adaptation involves both
acculturation and déculturation, so I wanted to know how the ITAs felt and thought about
any changes that they might have experienced in their teaching behaviors. I wished to12

12 Every time I approach students with a request, I always remind them that it is perfectly appropriate to
decline such a request.
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learn: (a) whether their teaching behaviors changed, and if so, in which format of the
course offering they changed the most; (b) which items in the TBI reflected the greatest
changes and which items reflected the least; (c) how they felt about their teaching
experience; (d) how they viewed their students given their newfound information about
Canadian education norms; (e) whether and how their awareness of their teaching
communication and their pedagogy changed; and (f) whether changes in their teaching
corresponded to intercultural dimensions.
I interviewed the participants in the classrooms in the CST. I had originally
intended to videotape the participants in order to capture their non-verbal behaviors as
well as their verbal responses; however, after two participants expressed discomfort with
being interviewed on film, I abandoned the filming and just used a voice recorder, as their
comfort was paramount.
Registration information. The registration data base, which is used for program
registration for CCC and other CST programs, collects information including students’
program registration. For the purposes of this study, and with the permission of the
participants, I collected participants’ faculty and degree information.
Norms & expectations questionnaire (NEQ). The norms and expectations
questionnaire is an eight-item pre-course questionnaire to determine how much the
students already know about the norms and expectations in a Canadian classroom (see
Appendix D).
Data Analysis
Microteaching. The RA (Observer 1) and I (Observer 2) engaged in three coding
sessions using DVDs of microteaching that involved both Canadian and international
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graduate students before we began to examine our data to achieve as much convergence
as possible in our coding of the TBI items. The provenance of the DVDs utilized for the
coding sessions was a previous study on the Teaching Assistant Training Program, which
was conducted within the CST (Boman, 2008). I watched the DVDs and completed TBIs
for each participant about the behaviors I observed in each of their T1 and T2
microteaching segments. The RA also watched both T1 and T2 DVDs and completed pre
and post-microteaching TBIs for all the participants as well to achieve interrater
reliability. We watched the videos together, completing the TBI individually and then
discussing our findings at the end of each microteaching. Details of the coding practices
are presented in the Table 3.
Table 3
Issues Considered While Coding
_______ Item_________ Issues considered & examples___________________________
1 I use concrete,
was used to examine whether the examples were understandable
everyday
examples to
explain concepts
and principles
2

I define new or
unfamiliar terms

was used to rate the ITA’s explanation of terms based on
whether they had made hidden assumptions explicit—for
example, if an ITA was teaching something about hearing and
mentioned sound being measured in Hertz, did he explain what
Hertz was or how the measurement or range of Hertz reflected
hearing loss.

3

I stress important
points by pausing,
speaking slowly,
or raising my
voice

was used to determine whether the ITA had used pitch and
stress to alert the listener to important points. If an ITA
engaged in inappropriate rising intonation—such as consistently
using rising tones at the end of statements making them sound
like questions, we deducted one mark.

4

I stick to the point was used to determine how concise an ITA’s response was to an
in answering______ audience member’s question. We also watched for whether the
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students’
questions

response actually answered the audience member’s question.

5

I speak in a
“dramatic” or
expressive way

was used to examine whether the ITA had modulated their tone
or had used a monotonic tone when teaching, and we thought of
this in terms of the instructor as a performer. If the ITA’s voice
was monotonic and had a soporific quality, we deducted one
mark.

6

I gesture with
head, body,
hands, or arms

was used to reflect whether the ITA had remained static during
the presentation, interacted with the slides or other teaching
medium, gesticulated with hands, etc.

7

I use humor or
anecdotes in my
teaching

was used to assess the ITA’s overall ‘warmth’ factor—whether
he or she made us smile or at least attempted to do so.

8

I smile or laugh
when teaching

was used to monitor whether the presenter smiled or laughed at
any point—even while entertaining questions from the
audience.

9

I maintain eye
contact with
students

was used to gauge whether the presenter faced the audience
while speaking or only talked to the board or the slides

10 I encourage
students to ask
questions or make
comments

was used to examine whether the ITA accepted questions as
interruptions from the audience while teaching. We decided to
count questions to respond to this item. If the ITA had a
negative response to audience members’ interruptions, such as
being sharp in a response or refusing to respond to the question,
we deducted one mark.

11 I give positive
feedback when
responding to
student questions
or comments

was used to examine whether the ITA validated audience
questions verbally or nonverbally. Verbal responses included
comments such as ‘good question’ or an equivalent or a
nonverbal response such a nod while the audience member was
posing the question.

12 I ask questions of
class as a whole

was used to determine whether the ITAs did anything to get the
students involved. If the ITA asked no questions, we assigned a
1. If the ITA asked one question, such as ‘Does anyone have
any questions?’ we assigned a 2. If the ITA asked a couple of
questions, we assigned a 3. If the ITA asked frequent questions,
we assigned a 4. If the presentation involved a series of
questions and constant interaction with the audience, we
assigned a 5. If the ITA asked questions (which were not_____

rhetorical or used to organize the instruction) but did not wait
for a response from the audience, we deducted one mark.
13 I signal
transitions from
one topic to the
next

was used to examine the fluidity of a presentation. It was,
however, a difficult item to measure. Initially, we looked for
words such as ‘therefore,’ ‘hence,’ etc.; however, this was
inadequate, so we decided upon precise criteria. If an ITA only
began to speak about a slide when it was on the screen, we
would rate the presentation a 3. If the ITA utilized linguistic
devices to introduce a slide consistently, we assigned a 4. If the
ITA gave a sense of what he was going to be speaking about
next and linked new information to previous information, we
assigned a 5.

14 1 present an
appropriate
amount of
material for the
given time period

was used to decide whether the ITA had presented an
appropriate amount of material for a 10-minute microteach. If
content was such that the speaker spoke too quickly, this was
where a mark was deducted.

15 I organize my
lecture into a set
(introduction),
body, and closure

was used to watch whether the ITA had any kind of an outline.
We watched for evidence of a clear set (introduction), body, and
conclusion. We rated for whether the conclusion was a true
recap or whether the presentation ended suddenly with a phrase
such as, ‘Now I’m done.’ If the presenter had all three elements
but they were very badly done, we rated it a 3. Such an
example would include an introduction that was minimal and a
conclusion which stated the obvious such as, ‘Today, we looked
at x, x, and x.’ On occasion, the set did exist, but it was placed
inappropriately—such as two minutes into the presentation,
which left the audience waiting to find out what we were going
to be learning about for too long. In such an instance, even if
the elements were there, we deducted one mark.

16 I speak at an
appropriate
volume

was used to rate whether the ITA spoke at a good volume. If
the ITA spoke too loudly, we deducted a point.

17 I speak at an
appropriate pace
(not too fast, not
too slow)

was used to examine the pace of the presenter’s speech—
whether the speaker spoke too quickly due to nervousness or
too slowly for whatever reason. If the speaker used a lot of
fillers such as ‘uh’ or ‘you know’ to the point where it
distracted us, we deducted one point.
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18 I speak clearly

Overall Rating - 1
am generally
effective as an
instructor.

This item was used to examine the ITA’s clarity of speech and
included elements such poor language, heavy accent to the point
where it interfered with comprehension, etc.
The overall rating was determined based on our overall
impression and the question of whether or not we had learned
anything—or would have learned anything had we not known
anything about what the ITA was teaching. We frequently had
difficulty with this item, as we frequently wanted to have the
choice of 3.5 as we found many ITAs had had a stronger
impression on us than neutral, but we did not quite find that we
agreed that the individual was effective as an instructor. To
solve this, we used the criteria of whether we would hire an
individual based on this demonstration of teaching. If the
answer was no, we would assign a 3; if the answer was yes, we
would assign a 4.

Teacher behaviour inventory. Interrater reliability was established for the
observer-rated data using the following measures. After watching the DVDs, the RA
and I discussed what mark we had assigned each item on the TB1. If we disagreed about
an item, we would each say why we had assigned it the mark we did. Occasionally this
would result in one of us changing our mark; however, if the difference was only one
point, we would each keep the original mark allowing for differences of opinion.
Reliability was calculated using the percent agreement method across all of the TBI
items. The RA and I agreed on the exact rating 85.1%, and within one point 97.22% of
the time. Across the overall rating of teaching, observers agreed on the exact rating
90.70% of the time and agreed within one point 100% of the time. 13
Interviews. I coded the transcripts using theme analysis to determine what was
salient about CCC and the teaching experiences of the ITAs.
Registration information. For the purposes of this study, I collected
participants’ faculty and degree information.
13 All statistics were calculated using SPSS.
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Norms & expectations questionnaire (NEQ). The only information gleaned
from the questionnaire for the study was information about how long the participants had
been in Canada and how much teaching experience they had had.
Ethical Considerations
The CST is a neutral body on campus, and no interaction occurs between the
students’ graduate chairs or supervisors and me as the instructor of CCC. The aims of the
course are to support the graduate students in their roles as teaching assistants and
graduate students. Each class has didactic components which involve active learning. In
addition, every class has a significant amount of time for the students to practice what has
been taught in class. It is important to note that during the course, emphasis is placed on
the notion that the students are not being asked to assimilate or to give up anything from
their own culture: they are being offered a skill set that will help them be more effective
in Canadian academia.
Out of ethical considerations, I was unaware of which students had consented to
participate until after the end of each respective course, as I was the instructor in the
course.

Positioning Myself Within the Research
Cohen, Manion, and Morrison (2007) suggest that researchers reflectively
“acknowledge and disclose their own selves in the research .... [and] hold themselves up
to the light” (p. 171 ) to make their bias or advocacy transparent. They define advocacy
as “where the researcher ... identify[ies] with the same emotions, concerns and crises as
the members of the group being studied and wishes to advance their cause” (p. 171).
My advocacy of ITAs very much stems from my own experience.
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I have experience both as a foreign student and as a foreign instructor. As part of
my undergraduate degree in English and French, I spent one year at a French university
in Nantes, France. In addition, I was trained as an English as a second language
instructor. I have taught English in France, Japan, Korea, and Turkey. Nowhere in my
teacher training or during any of my sojourns overseas did I receive any instruction in
intercultural communication. Much of my learning about cultural differences and my
awareness of my own norms and expectations arguably came at the expense of my
students’ learning. Moreover, the absence of this information marred my enjoyment of
living overseas and undoubtedly delayed the development of my own intercultural
sensitivity. Had I had knowledge about cultural differences and intercultural
communication, I would have spent less time engulfed in culture shock and more time
happily engaged in both my job and my life. The role of the ITAs in my study is even
more difficult than mine was as an instructor, as I was operating in my native language
while teaching overseas.
As the instructor of CCC, I have sought to make the invisible visible to my
students and the apparent as transparent as possible. I have sought to help them
understand what is expected of them and what would be favourably received by their
students. These commitments may well bias how I interpreted the data.

Limitations
My research is limited by the fact that the teaching behaviors captured in the
microteaching components may not occur in a more natural setting—namely the classes
in which the ITAs actually teach. It is also limited by the fact that observers of the ITAs’
true teaching behaviors are their students, who were not involved in the research. At a

57

broader level, the research is also limited by the fact that those who register in and
complete my courses are clearly already demonstrating a willingness to work to integrate
into Canadian academia. Research about ITA adaptation would do well to research ITAs
who are not as proactive about extracurricular workshops.

58

Chapter Four - Findings

This chapter is divided into two sections: Quantitative Findings—Teacher
Behaviour Inventory; and Qualitative Findings—Interviews.

Quantitative Findings: Teacher Behaviour Inventory
To determine whether participation in Communication in the Canadian Classroom (CCC)
affects the observable teaching behaviors of international teaching assistants (ITAs), it is
necessary to know whether there were any changes in observable teacher behaviors in the
microteaching components between Time 1 (Tl), which were filmed at the very
beginning of the course, and Time 2 (T2), which were filmed at the end of the course. To
discuss this, I will present the following findings: overall impact of CCC on the
observable teaching behaviors of the ITAs; observable teaching behaviors of the ITAs by
cohort; relationship between self and observer ratings of teaching behaviors; and items
reflecting most significant improvement.
Overall impact of CCC on observable teaching behaviors of the ITAs. The
ratings of the ITAs’ teaching behaviors were determined by 18 items that captured
specific teaching behaviors as well as a single item assessing general effectiveness of the
instructor, referred to as the Overall Rating. The participants indicated their level of
agreement with the phrase, “I am generally effective as an instructor” based on a single
score between 1 and 5. The Overall Rating is rated as follows: 1 is “strongly disagree;” 2
is “disagree;” 3 is “neutral,” 4 is “agree;” and 5 is “strongly agree.” We rated the
frequency of occurrence of each item on a 5-point Likert scale: 1 is almost never; 2 is
rarely; 3 is sometimes; 4 is often; and 5 is almost always. The scores of Observer 1 and
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Observer 2 were combined and averaged in order to arrive at a single score to facilitate
the analysis. The scores out of 5 were added for a total score of 90 for each of the 18
items and averaged over the number of students to arrive at the Sum of TBI Items.
Table 4 presents the means and standard deviations for the total scores at T1 and T2
for the Self-Reported TBI and Observer Reported TBI. It was anticipated that both scores
would show an increase between T1 and T2, which they did. The mean score Self-Report
for Overall Effectiveness increased from 3.37 (out of 5) (SD=0.792) to 3.96 (SD=0.683),
and the mean score Observer Report for Overall Effectiveness increased from 2.96
(SD=1.091) to 4.20 (SD=0.587). The mean score Self-Report for the Sum of TBI Items
increased from 60.70 (out of 90) (SD=11.529) to 69.30 (SD=9.127), and the Observer
Report Sum of TBI Items increased from 61.19 (SD=10.461) to 70.91 (SD=8.549).
Interestingly, while the mean Self-Report Sum of TBI Items and the Observer Report
Sum of TBI Items at T1 and T2 were very close to each other (a difference of .49 out of
90 at T1 and a difference of 1.61 at T2), a sizeable discrepancy existed between the T1
and T2 perceptions of Overall Effectiveness. The Self-Report Overall Effectiveness had
only increased .59 (an increase of 11.8%); whereas, the Observer Report Overall
Effectiveness had increased by 1.24 (an increase of 24.8%). Therefore, the observers
noted greater improvement than the participants did of their own performances.
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Table 4

Teaching Behaviors o f CCC Participants at T1 and T2

Measure
Self-Report
Overall
Effectiveness
Sum of TBI
Items
Observer Report
Overall
Effectiveness
(5 is the
highest)
Sum of TBI
Items

Mean

Time 1
SD

N

Mean

Time 2
SD

n

3.37

0.792

27

3.96

0.683

27

60.70

11.529

27

69.30

9.127

27

2.96

1.091

27

4.20

0.587

27

61.19

10.461

27

70.91

8.549

27

Table 5 illustrates the average change on the Sum of TBI Items representing the
specific teaching behaviors, which was 8.59 (SD=10.367) points (out of a total of 90) for
Self (or 9.5%), and 9.72 (SD=10.411) for Observer Report (or 10.2%). The average
change in the Overall Rating was 0.59 (SD=0.931) (on a 5-point scale) for self (or
11.8%) and 1.24 (SD=1.220) for the Observer Report (or 24.8%). The high standard
deviations could be explained by the fact that there was a high variance in scores between
participants. For example, the participant with the greatest change increased by a total of
32 points out of 90 in the Self-Report, and the participant with the greatest change in the
Observer Report increased by a total of 35 points out of 90. The participant with the
greatest amount of negative change had a decrease of 9 points out of 90 on the Self
Report, and the participant with the greatest amount of negative change on the Observer
Report had a decrease of 10 points out of 90.
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Table 5

Overall Change in Sum o f TBI Items and Overall Rating (Time 2 - Time 1)
Change
Sum of TBI
Overall
items
Rating
Case Self
Obs
Self Obs
AVG
8.59
9.72 0.59
1.24
SD
10.367 10.411 0.931 1.220

As illustrated in Table 6, four participants demonstrated negative change in their
Overall Effectiveness self-report, with each assigning an Overall Rating at T2 of one
point less than at T1. The observers did not share this negative assessment, suggesting
that the participants had possibly become more critical of their own teaching.
Interestingly, two of these participants had the greatest amount of teaching experience in
their home cultures of all the participants. What is especially interesting is that one of
these participants awarded himself only 3.0 as his Overall Rating stating that he was
“neutral” about his being an effective instructor, whereas the Observers awarded him full
marks (5.0) for his T2 microteaching, stating that we “strongly agreed” the he was an
effective instructor, again suggesting that he had become more critical about his teaching.
Table 6
Negative Change in Self-Overall Rating Between Tl and T2
Time 1

Time 2

Change

Self Obs Self Obs Overall Overall Overall Overall Self Obs
Case rating
rating
Rating Rating
8
3.0
2.0
2.0
3.0 1.0 1.0
9
5.0
4.0
4.0
4.0 1.0 0.0
14
4.0
2.5
3.0
5.0 1.0 2.5
30
4.0
2.0
3.0
3.0 1.0 1.0
-

-

-

-
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Table 7 illustrates how six participants demonstrated negative change in their Sum
o f TBI Items at T2. Again, the observers did not share this assessment. Interestingly,
Case 8, the participant who observed the greatest negative amount of change on the Self
report (-9 points out of 90, or a decrease of 10%) was perceived by the Observers to have
demonstrated an enormous amount of positive change (17.5 points out of 90, or 19.4%).
None of the other five individuals had prior teaching experience, so I can only speculate
that they might have become more critical of their teaching despite having made progress
or that they might have been demonstrating modest responses.
Table 7
Negative Change Between Self-Sum o f TBI Items Between T1 and T2
Time 1_______ Time 2______Change
Obs - Self - Obs Self Sum Sum Sum
Sum
of
of
of
Self Obs
of TBI TBI
TBI
TBI
Case Items
Items Items Items
2
69.0 51.0 68.0 59.0 1.0
8.0
8
65.0 49.0 56.0 66.5 -9.0
17.5
10
58.0 71.0 57.0 76.0 1.0
5.0
12
62.0 64.0 57.0 69.0 -5.0
5.0
13
60.0 68.5 53.0 74.0 -7.0
5.5
14
62.0 59.0 61.0 82.5 1.0 23.5
-

-

-

While 23 participants demonstrated positive change according to the Observer
Sum of TBI Items at T2, Table 8 demonstrates that four of the participants demonstrated
negative amounts of change compared to T1. With two of these participants, no
discernable reason for this negative change was apparent. With one, it was clear that the
student had made little effort to incorporate elements from the training program into his
teaching. Moreover, the T2 microteaching occurred at a busy time of year for ITAs, and
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the participant seemed rushed in his microteaching. However, with the other participant,
the reason for the perceived negative change was clear: she had experimented
unsuccessfully in her T2 microteaching. In her first microteaching, she had taught some
French, but the overall language of instruction had been English. In her second
microteaching, she had taught solely in French. In the T2 microteaching, one of the
students had responded negatively to the French-only instruction, and the study
participant who was microteaching had failed to respond appropriately to the student’s
visible discomfort, which resulted in his leaving the class. While the RA and I penalized
the participant on the T2 TBI, the incident contributed greatly to the overall instruction
within the course. The students were both diplomatic but forthright in their feedback,
which prompted a discussion about the different degrees of ambiguity students can
tolerate and what to do about student discomfort while learning. The study participant
became more aware of the need for sensitivity when dealing with anxious students.
Table 8
Negative Change in Observer Sum o f TBI Items Between T1 and T2
Time 1
Obs SelfSum
Sum
of
of TBI TBI
Case Items
Items
9
79.0 73.5
23
82.0 79.5
28
46.0 71.5
30
67.0 61.5

Time 2
Self- ObsSum Sum
of
of
TBI
TBI
Items Items
80.0 68.5
84.0 75.5
65.0 61.5
73.0 58.5

Change

Self

Obs

1.0
2.0
19.0
6.0

-5.0
-4.0
-10.0
-3.0

Observable teaching behaviors of the ITAs by cohort. Having seen that
change had occurred between T1 and T2 for the participants, I wanted to examine the
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cohorts to determine whether there was a difference in terms of how much progress
participants made depending on the format of the course. Table 9 summarizes the
Overall Ratings of Teaching Effectiveness between T1 and T2 by Cohort Based on
Observer Ratings. While we were not aspiring to reach any particular threshold, it is
interesting to note that the average Overall Ratings achieved were between 4.0 and 4.3.
out of 5. Cohort 1 (for which classes were held for two hours twice a week for one term)
demonstrated a mean T1 Observer Overall Rating of 3.00 (SD=1.299) and a mean T2
Observer Rating of 4.33 (SD=.500), representing a total increase in the Overall Rating of
26.6%. Cohort 2 (for which classes were held for two hours once a week for two terms)
demonstrated a mean T1 Observer Overall Rating of 2.88 (SD=.8539) and a mean T2
Observer Rating of 4.25 (SD=.9574), representing a total increase in the Overall Rating
of 27.4%. The small class size of Cohort 2 did not seem to impact on learning.
Cohort 3 (for which classes were held for two hours twice a week for one term)
demonstrated a mean T1 Observer Overall Rating of 3.33 (SD=1.0328) and a mean T2
Observer Rating of 4.08 (SD=.6646), representing a total increase in the Overall Rating
of 15%. I have examined Cohort 3 reflecting upon personalities, demographics, and
disciplines, and I cannot explain why Cohort 3 demonstrated less increase than Cohort 1
given that it was offered in the same format. Cohort 4 (for which classes were held every
day for one month) had the lowest mean Overall Observer Rating at T1 of 2.69
(SD=1.0999) and had clearly made the greatest progress of the cohorts ending with a
mean Overall Observer Rating at T2 of 4.13 (SD=.8345), or 28.8%. Factors influencing
the greater progress of those in Cohort 4 may have included the ITAs’ having fewer
duties during May than during the academic year, which therefore resulted in more
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consistent attendance and possibly more effort within the program as well as more
intensive instruction.
Figure 2

■ Cohort 1
•Cohort 2
■ Cohort 3
■ Cohort 4

Figure 2. Overall rating of teaching effectiveness of CCC participants at T1 and T2 by
cohort based on observer ratings

Cohort 4 also demonstrated the greatest amount of progress in terms of the
Observer Average of the 18 TBI Items, as is indicated in Table 10. (For the purposes of
visual comparison with the Overall Rating of Teacher Effectiveness, the total of the 18
TBI Items (90) was divided by 5.) Cohort 1 demonstrated a mean T1 Observer Average
of the 18 TBI Items of 59.17 (SD=10.7384) and a mean T2 Observer Average of the 18
TBI Items of 69.83 (SD=8.5403), representing a total increase in the Observer Average of
the 18 TBI Items of 10.66 out of 90, or 11.84%. Cohort 2 demonstrated a mean T1
Observer Average of the 18 TBI Items of 64.13 (SD=5.6329) and a mean T2 Observer
Average of the 18 TBI Items of 71.88 (SD=10.5149), representing a total increase in the
Observer Average of the 18 TBI Items of 7.75 out of 90, or 8.61%. Cohort 3
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demonstrated a mean T1 Observer Average of the 18 TBI Items of 64.58 (SD=9.2813)
and a mean T2 Observer Average of the 18 TBI Items of 71.58 (SD=3.5414),
representing a total increase in the Observer Average of the 18 TBI Items of 7 out of 90,
or 7.77 %. Cohort 4 demonstrated a mean T1 Observer Average of the 18 TBI Items of
59.44 (SD=13.2650) and a mean T2 Observer Average of the 18 TBI Items of 71.31
(SD=11.3670), representing a total increase in the Observer Average of the 18 TBI Items
of 11.87 out of 90, or 13.19 %. Again, Cohort 3 demonstrated the least overall
improvement in the 18 TBI Items, and Cohort 4 demonstrated the greatest improvement.
Figure 3

Figure 3. Average of the 18 TBI items of CCC participants at T1 and T2 by cohort
based on observer ratings
As it was anticipated that the participants’ scores on the TBI would reflect an
increase in their observable teaching behaviors between T1 and T2,1 was also interested
in seeing whether the participants’ perceptions and hence their self-ratings of their
teaching correlated with the observers’ perceptions and the observers’ ratings.
Correlations were calculated on the Overall Effectiveness as well as the sum of the TBI
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items at both T1 and T2. At Tl, there were no significant correlations for Overall
Effectiveness (r(27) = .284, ns) nor for the Sum of TBI Items (r(27) = .241, ns). At T2,
participant and observer ratings were significantly correlated for Overall Effectiveness
(r(27) = .403,p < .05). For the Sum of the TBI Items, participant and observer ratings
were moderately but not significantly correlated (r(27) =.330, ns). I did not expect the Tl
numbers to correlate, as the participants would not have been familiar with Canadian
norms and expectations of what constituted effective instructional behaviour; however,
by T2, the participants had been exposed to Canadian concepts of what constitutes
effective teaching. It would appear that the participants’ sense of what constituted overall
effectiveness in an instructor had begun to approach the Canadian concept of instructor
effectiveness by the end of CCC while their perceptions of the individual items did so to
a lesser degree.
Items Reflecting Most Significant Improvement. Lastly, I was interested in
seeing where the participants had made the greatest improvements in terms of specific
teaching behaviors. The top three items which reflected the most significant
improvement are identified in Table 9. What is heartening is that the second item, “I give
positive feedback when responding to student questions or comments” reflects greater
teacher immediacy and changes in power distance, and “I use concrete everyday
examples to explain or clarify concepts and principles” reflects low context
communication. In Chapter 2 ,1 had referred to the need for ITAs to reduce the power
distance between themselves and their students, and I had emphasized the need to be low
context in their teacher communication. Having done both, the participants became more
effective as instructors.
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Table 9

Items Reflecting Most Significant Improvement
Combined
Observers’ Rating
Mean T1

Combined
Observers’ Rating
Mean T2

Amount of
Improvement
(out of 5)

“I am generally
effective as an
instructor.”

2.96 (SD=1.091)

4.20 (SD=0.683)

1.24

“I give positive
feedback when
responding to
student questions or
comments.”

2.81 (SD=1.102)

3.69 (SD=0.972

.87

“I use concrete,
everyday examples
to explain or clarify
concepts and
principles.”

3.46 (SD=0.940)

4.30 (SD=0.697

.83

Item

Qualitative Findings: Interviews
The interviews consisted of eight open-ended questions designed to investigate
the participants’ experiences from the course (Appendix C) and two closed questions to
determine the extent of previous teaching experience the ITAs had and to ascertain
whether they were aware of their teaching duties prior to their arrival in Canada.
The ITAs presented with greatly varying degrees of teaching experience ranging
from none to over 10 years in their countries of origin. Table 10 demonstrates the
amount of teaching experience reported by the participants:
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Table 10

Amount of Teaching Experience of Participants
None

3

Tutoring

1

Less 6
months

1 year or
less

1 -3
years

2

3

3

Over 10
years
1

The themes that emerged from the interview data are summarized as follows:
1. Increased confidence replacing initial anxiety
2. Reduced attributions leading to diminished stereotypes
3. Awareness and development of teaching communication and pedagogy
a)

Changes in power distance

b)

Developing low context communication

Increased confidence replacing initial anxiety. Of the 13 ITAs whom I
interviewed in my study, 10 knew before they arrived in Canada that they would have
teaching duties; two did not; and one knew that she would have teaching duties, but her
duties were different from those which had been described. When asked about how the
ITAs felt upon hearing that they would have teaching duties, nine reported negative
emotions using words such as “apprehensive,” “frightening,” “worried,” “start panic,”
“freak me out,” “I felt terrible,” and “scared.” Most cited concerns about the fact that
they would be teaching in English, while one cited concerns about remembering the
content of her discipline, as she had been out of school for a number of years. These
concerns echoed those of international graduate students in England who used “nervous,
scared, embarrassed, ashamed, not confident, frightened, pain, confused, and shy”
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(Brown & Holloway, 2008, p. 239) to describe their feelings about being in a foreign
culture.
While nine participants reported feeling negative emotions upon hearing that their
duties would include teaching Canadian undergraduates, four participants reported
positive or neutral emotions upon hearing the news. They used words such as “okay,”
and “exciting.” Two of the four participants who had reported positive or neutral
emotions had prior teaching experience. One found the situation amusing, and he looked
forward to the experience that he could apply to his future academic field. Another
participant, who has an exceptionally positive attitude towards life, was excited at the
prospect of undergraduate students exposing him to colloquial language.
After taking CCC, many participants declared a newfound confidence, which they
attributed to progress in language, familiarity with expectations, and teaching strategies.
Illustrative comments are as follows14:
before [CCC] I was a little bit shy, ... first the language problem ... I feel like I
have more confident to talk to the students ... because the first year I was very uh
... anxious, I think [laughter] ... because I don’t know the rules in Canada, so I
don’t know how to deal with those kind of problems, but now I feel like , oh, I can
do this, and after class, I confirm that okay, actually I can do this.
- Master’s student in Anthropology from Taiwan

A common misconception of ITAs is that unless they speak like a native speaker,
they will not be understood, and that all misunderstandings are their faults. I
emphasize in CCC the fact that native speakers frequently cannot find words to
express themselves, make grammatical mistakes, and have misunderstandings which
force them to negotiate understanding. As a result of taking CCC, one of the ITAs

14 All quotes are verbatim to capture the participants’ voice; hence they may include errors.
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discovered that he need not be able to speak like a native speaker in order to be
understood.

CCC ... helps me establish a confidence when speaking English ... I can see my
progress in English. As a TA, I could explain questions to my students, still not in
a native way, but at least they can easily understand it. So I think that’s different.
- Master’s student in Computer Science from China

Another student adopted a greater range of teaching techniques resulting in less of
a reliance on solely verbal explanations, which is heartening as research has shown that
unlike native-speaker teaching assistants, ITAs have been found to be limited in their
ability to incorporate multiple strategies to explain the same idea (Luo, Grady & Bellows,
2001).

I think the most important thing is the confidence that I g o t... like before when
somebody asked questions, I couldn’t think at that time, so I just said, ‘okay I
don’t know that, give me some time.’ But now, I feel more ... I don’t know,
paper and pen, I don’t know, drawing on the board, just pantomime different
things....
- PhD student in Earth Sciences from Iran

When individuals do not understand what they see and hear during interactions
with people from unfamiliar cultures, they feel anxious, and a common tendency in
response to anxiety is to avoid individuals and to resort to stereotypes (Gudykunst &
Kim, 2003). Stereotypes frequently involve assigning negative attributions, which
interferes with the ability to engage in satisfying interactions and relationships. Having
discovered that CCC resulted in more confidence on the part of the participants, it is
interesting to note a corollary of diminished negative attributions.
Reduced attributions leading to diminished stereotypes. Many participants
commented on how CCC affected their perceptions of both students and fellow
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classmates. Five participants had reported being negatively shocked by exchanges with
their students, including student “bluntness,” the use of “hey” in e-mail communication,
the absence of formality, student confrontation, and student inattention during instruction.
Responding to how CCC had affected her interaction with her students, one participant
reported being conscious of not associating a student’s failure to greet her (thereby
violating her expectations of what constitutes appropriate greeting behaviors between
students and instructors) with personal antipathy. She seems to have initially also
extended this perception of antipathy to a negative attribution about the students’ levels
of interest in the course.
I think the communication course has changed my behaviour towards students
that I’m dealing with, ... you know some students ... when I came to the class,
they do not sometimes even greet... I thought that maybe this is something
wrong ... but I notice that this is a part of the culture... Because in my country ...
if you go to a class, students greet [instructors] ... Iam aware that these students
might be as interested as other students
- Master’s student in Physics from Iran
Once something originally perceived as being a negative is framed as normative
behaviour, it is easier to accept ‘deviant’ behaviour. Another student cited one of the
classes in CCC in which we discuss high school education in Canada to explain how she
had become much more accepting of her students’ behaviour once she realized they were
observing Canadian norms.
You tell us ... about the high school education in Canada, that give me a lot o f ...
ideas about why they ...behave like th at... I realize, ... they learned that, so in
the university, they behave like this, so I can accept their behaviour.
- Master’s student in Anthropology from Taiwan
Stereotypes can be positive or negative (Gudykunst & Kim, 2003), and in the
following quote, a participant illustrates how having had a positive stereotype of

73

Canadian students as being intellectually elite resulted in her being shocked by the quality
of work her students submitted:

I had a false notion before about [Canadian students] ...I thought they were
excellent students ... you know, ‘A’ students, they were scientists,...I used to have
this ... myth ... and now I know that that they ... need help, I have to be patient...
I remembered the first time I corrected an exam for French... and I thought that
‘this is not happening. These are not Canadian students.’ ... so now, I’ll be less
severe when I correct the copies.
- PhD student in French from Egypt
Intercultural competence for ITAs will not only help them negotiate their
relationships with their students but will also help them with other individuals on campus.
The above-noted participant spoke of reduced stereotypes not just of her own students but
regarding other international students in CCC as well.
being with other people from other countries, I learned from that... I’ve never met
somebody from Colombia, ...and it just changed my notion about this country,
because as [student from Colombia] said, when you talk about Colombia, you talk
about drug dealers, and this is the only thing I knew about that country.
- PhD student in French from Egypt
As the ITAs had overcome initial anxiety with their students, developed more
confidence, and begun to reframe student behaviors as cultural norms rather than negative
personal attributes, the next step in ITA adaptation is the domain-specific area of teaching
communication.
Awareness and development of teaching communication and pedagogy.
Although most of the participants had expressed negative emotions upon hearing that
they would have teaching duties in Canada, eight of the 13 reported feelings of enjoyment
related to teaching in Canada after taking CCC, while two participants reported not
having been assigned teaching duties yet. Participants discussed changes in their
interactions with students as a result of having taken CCC both in terms of their teacher
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communication and in terms of their overall pedagogy. These changes involved the
instructors’ overall approach to the students, differences in their use of authority, and
delivery of information.
While anxiety can result in newcomers avoiding individuals in the host culture,
reduced anxiety increases the inclination to approach people (Spitzberg, 1997). One
participant from India spoke of how he initially avoided students but became more
attentive to non-verbal gestures and the need to take more initiative in his job and make
himself more approachable:
... I usually understand by their gesture [and] go and speak with him and make
him comfortable so that he asks the questions [which] is different before I started
being TA now .. [before] I would just ignore him.... because he was not asking
questions.
- PhD student in Civil and Environmental Engineering from India
As I mentioned in Chapter 2, based on the ITAs’ experiences with higher
education in the own countries, they may not have a clear sense of what the expectations
are of their jobs and that negative consequences would result from being passive with
their students. The above-noted participant represents the results of having the
expectations made clear that effective instructor communication involves watching for
understanding or signs of the lack thereof.
Several participants reported expanded concepts and methods of teaching, which
is critical to teaching in a new culture. Piquing student interest has been shown to be less
of a self-reported ITA strategy for communication in a classroom than for domestic TAs
and significantly so for female ITAs (Luo, Grady, & Bellows, 2001). The following
quote is from a female ITA:
it changed me a lot, because ... in Taiwan is we give the textbook, the teaching
content, and then this what you have to memorize. This is what you have to learn.
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But after the class, .. .1 think to increase student learning, interest is more
important than just memorizing ... textbook.
- Master’s student in Anthropology from Taiwan
One of the elements that interferes with an ITA’s ability to teach effectively is
assumptions about what students already know or should already know. Statements that
indicate an unwillingness to help or that a student should already know something are
damaging in a classroom from multiple perspectives: they shame the student; they make
the learning environment unsafe; and thus they discourage further questions. One
participant reported how he changed his approach to student questions from offering a
response that was not at all helpful to guiding the students to discover the answer:

before I took the course, ... when students asked me about something, I usually
answered ... Took up your lab manual.’ I didn’t say the words, ‘you should have
known that before’ because they are not appropriate and they do not help, but I
meant that implicitly... In my own country? I would say, ‘you should have
known that before.’ Yeah, this is hard [laughter] .. that’s what I heard for all
those five years that I studied! ! [laughter] I wanted to say that so oftenly. ... in
the end I started explaining them ... say they asked me, ‘why this salt is less
soluble in water than the other salt?’ I didn’t answer, ‘well it’s soluble less
because of blah blah blah.’ I answered something like, ‘well just think about like
ionic structure of the salt, um ... this might help you, and they tried thinking about
that, and then I gave another h in t...
- Master’s student in Chemistry from the Ukraine
In addition to the need for comprehensible delivery of information, the ITA
literature focuses on the development of teacher immediacy behaviors and the
concomitant reduction of authoritarian behaviour in order to be perceived of as good
teachers in North America.
Changes in Power Distance. As mentioned in Chapter 2, adaptation involves
both acculturation and déculturation, which includes learning new behaviors for the new
environment and unlearning old behaviors that one used to consider acceptable. I had
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argued that one of the essential adaptations for ITAs to make is to reduce the power
distance between themselves and their students, and some of the participants’ comments
did reflect this adaptation.
Four of the participants commented on behaving in a less authoritarian manner
with their students. Not surprisingly, striking the balance between being authoritative
and authoritarian does prove difficult for ITAs to negotiate. Moreover, this aspect was
what was interfering with one participant’s enjoyment of teaching in that it further
complicated the process:
There are so many other problems that what I thought... I thought that the
problem was just how to teach them, how to give them information, but I think
one of my biggest problems now is how to maintain the relationship. I wanted to
be friendly, but I wanted at the same time to control it
- PhD student in Civil and Environmental Engineering from Egypt
The following illustrative quotes highlight both acculturation and deculturation
in that the participants were cognizant of experimenting with behaviors that were
acceptable in a Canadian classroom and not repeating behaviors that they had
experienced or witnessed while students themselves:
I’m trying to be more friendly, I’m trying to do some jokes,... in my country, I
couldn’t joke while a professor is standing there .. .1 have to just concentrate and
be quiet, just ask questions. But here ... sometimes I just let them joke or some
kiddings with me, so ... I laugh when they try to do some jokes. This is different
than in my country.
- PhD student in Civil and Environmental Engineering from Egypt
As previously mentioned, an element that is greatly emphasized in CCC is the
need to be cautious about the impact of language containing criticism. The following
student not only abandoned criticism as a strategy, but infused her new strategy with a
great amount of patience:
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[in Iran], I would have started with: ‘If you had listened to me, at the beginning, you
would have ... understood,’ and I would say it to all the class, because that’s what
teachers do. ... I would do that in Iran ... because of what I learned here ... [now] I
feel that ‘you didn’t listen then, but you ’re listening now, so I’m going to say it again,
and even if you don’t understand it, then I will say it again.’
- Master’s student in Physics from Iran

While many of the ITAs had decreased the power distance between themselves
and their students, interestingly, one participant seemed to have possibly increased that
which he employed with his students. He referred explicitly to the CCC class in which
the students had practiced role plays while I acted as a problematic undergraduate. In one
particular role play, I behave as an excessively needy student who monopolizes the ITA’s
time and tries to coerce the ITA into giving her the answer. In the debriefing following
the role play, as a class we examine the need to be firm about our own boundaries and to
teach undergraduates to become autonomous learners. One participant from the Ukraine
was surprised that students in Canada negotiated their marks, but upon witnessing that it
was the practice of other TAs to alter marks, had adopted the practice, awarding extra
marks upon request. In the following excerpt, the ITA reveals how he established
boundaries with a student:
one student was not doing good and he used to come to me and ask for extra
marks, so normally I would give him extra marks, but after some times, I had to
use ... the practice I saw in your class. So, I tell him, ‘yeah, I was helping you a
lot, but I cannot do it forever. So please, this time I will not do anything, so
please be ready for the final.’ ... in Ukraine, students don’t ... ask for marks,
because i t ... lowers their dignity if they ask for marks.
- PhD student in Applied Mathematics from the Ukraine

Another participant was uncomfortable with the manner in which power is
demonstrated in Canada. Despite being instructed by his course professor to be more
authoritative with his students, one ITA was unable to do so. He had had a very negative
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experience with a student in his class being very confrontational in front of his class. The
ITA had reported the incident to his professor, who had counseled him to be firmer about
his boundaries, saying that he had to inform undergraduates of what was and was not
acceptable. The ITA seemed somehow to equate power distance with emotional distance
believing that exercise of authority reduces approachability. Interestingly, this student
was from South America, and previous research has illustrated the need for North
American instructors to reduce their power distance when teaching in Brazil (Crabtree &
Sapp, 2004). The ITA reported:
it is much more impolite in my country that there is a distance between the teacher
and the student... [my professor] told me to be more strict, which I cannot do,
because I’m very approachable. I mean, it’s not in my nature to be ... uh, how do
you say,... to scold them...
- PhD student in Biomedical Engineering from Colombia
While the focus of my study was not on the interactions between graduate
students and their supervisors, I was interested in seeing whether the participants would
transfer what they were learning about teacher/student communication norms in Canada
into the relationships in which they were students themselves. Most ITAs come from
countries with higher power distance where instructors are more authoritarian than is
normative in Canada. A student from the Ukraine reported developing more nuanced
perspectives of power distance. Prior to taking CCC, he had observed low power
distance communication between students and professors and had generalized what he
had observed to all communication. After taking CCC, he began to select when he would
be formal or informal in his communication.
Before... I thought that it’s completely appropriate in all cases here [to be
informal] in Canada, because I just came from country where it’s completely
unappropriate with professor, and I just saw several examples, and I thought that
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they applied to all cases, but this is not the case, [laughter] ...
- Master’s student in Chemistry from the Ukraine

Despite having learned relationships could be low power distance (and hence
more informal) but still respectful, a student from Egypt reported actively choosing to
maintain a high power distance relationship with his supervisor to maintain distance in
the relationship:
... I always want to keep my relationship with my supervisor in a certain limit. I
want to keep it professional but in a friendly way but still professional... because
I see all other students when they do that, ... but they have some problems after
this [The supervisors] ask them for some extra work and so on and some
weekends ... and I don’t want to get into this.
- PhD student in Engineering from Egypt
The participant who had been unable to ‘scold’ his own students had
underestimated the degree to which power in supervisor relationships manifested itself in
Canada. He had initially generalized the concept of low power distance and
underestimated the role of authority:

It’s a game of power. So I initially thought that here in Canada, we were going to
go along the idea of peers ... but that’s not always truth. What I’ve noticed is that
it is much more subtle. There is still a game of power ... but it’s much more
subtle. So you have two levels of language there, maybe it’s much more up front
in my country, it’s much more established that the supervisor or the professor has
the power and you have to respect that power, you have to be humble, whereas
here it occurs in two different levels here.
- PhD student in Biomedical Engineering from Colombia

A participant from China developed a more nuanced perspective of the dynamics
involved in supervisor requests, learning when it was possible to adopt patterns of low
power distance communication and decline a request and to do so directly (which is
reflective of low context communication):
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When I was ... in China ...i f ... my supervisor ask you to do something, you have
to do it. But I remember ... we had joined a meeting ... supposed everyone
should attend this meeting ... but I said ‘no, I can’t attend this meeting.
Otherwise, I’ll fail ... my exams,’ ... so I think that is a difference.
- Master’s student in Computer Science from China
The same participant also learned to distinguish when requests were not negotiable. He
discussed the pragmatic element in requests that confounds many ITAs—namely
misinterpreting the use of modals of politeness as situations where the students actually
have the option of declining:
Sometimes professor may say, “May I?” or “Could I?” ... before I take the CCC,
I think I could say no. But having taken the CCC, I think in most cases that is a
request but in a polite way.
- Master’s student in Computer Science from China
On the whole, some aspects of acculturation seemed easier to adapt than others.
The dimension of power distance seemed to be a problematic dimension for the ITAs to
negotiate, and the suggestion that they needed to lower their power distance was not
borne out with all the ITAs. The dimension of low context was easier to identify and
adopt.
Developing low context communication. Central to being able to develop
intercultural sensitivity is the ability to notice differences and the willingness to modify
behaviour Bhawuk and Brislin (1992). Six of the 13 ITAs interviewed addressed the
high/low context spectrum as a salient difference between how instructors in their
country teach compared to how instructors in Canada teach. Many then discussed how
they had changed their own instruction to incorporate more characteristics of low context
communication. As mentioned in Chapter 2, one of the distinguishing elements of high
context communication is that the responsibility for understanding is borne more by the
listener than by the speaker. As it is safe to assume that most ITAs come from cultures
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where high context is more of a norm than low context communication, ITAs therefore
need to recognize their responsibility for ensuring their students understand them. The
following student specifically addressed the responsibility for learning:
The high context approach that we talked about, I have seen that a lot in Iran - ...
we are told... we are knowledge seekers not knowledge learners, therefore it is
our responsibility to learn the materials. ... to learn the stuff and you know - try to
solve the problems.
- Master’s student in Physics from Iran
While I had thought about intercultural communication from the perspective of
making sense of what might otherwise be negative experiences, I had not conceived of it
from the perspective of being able to frame positive experiences. Positive experiences do
not interfere with learning or with life overseas, so it is less of a concern with ITAs.
Nonetheless, one student commented on how he was benefitting from the communication
patterns of low context communication in his role as a student.
I think it’s more really ... about low context, and I really noticed that. ... this is
actually pretty good for me, because I’m Chemistry student, and I’m mostly
taking courses from Applied Math Department, so I do not have that deep math
background, and the fact that culture is low context, I get much more information
that I need for my work, which is extremely beneficial for me.
- Master’s student in Chemistry from the Ukraine

When ITAs assume too much shared knowledge, a common weakness in their
teaching is that they include far too much material in the segment. As a result, one of the
most commonly repeated pieces of feedback that I gave the students in CCC was “less is
more,” and the most common distinction that I drew was that covering something does
not equate to teaching it. The following participant demonstrated that he had reflected on
his prior teaching and the shortcoming of it.
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... before taking the class, it’s more like I was teaching ... always spreading out
pretty wide [and] the students cannot catch the key things or they cannot catch the
big topic ... but after I finish this class, the first thing is I know you need to make
... the students .. .catch the key points.
- Master’s student in Engineering from China

Another participant explicitly addressed her realization that she and her student
did not share common knowledge and then focused on the step-by-step nature of keeping
the listener with her at every stage of her teaching communication. This student was also
demonstrating acculturation and déculturation in this quote.

after taking Communication class, I realize that here it’s my responsibility as a
speaker to help the students understand ... for [a] very specific student ... I
realized ... maybe he hadn’t studied enough or he had problem understanding
somewhere, so I tried to go step by step helping him to understand the problem,
and then I do remember that there was an error in his code, and ... I tried to tell
him for example, whenever you see this error, it’s because somewhere you
haven’t done blah blah ... and so let’s find this. But if I was in Iran, I would say,
‘okay, let me see your code, here’s the problem, fix it.’ Yeah, this is exactly the
way it is in Iran.
- Master’s student Computer Science from Iran
One participant generalized and extended the need for instructor clarity and
instructor responsibility for student understanding to be synonymous with instructor
responsibility for learning. While his sentiments might be shared by many Canadian
instructors of “millennial students” who complain about the absence of student
autonomy, what is interesting is that he equates responsibility for clarity with
responsibility for learning, a distinction which merits further emphasis in future classes.
What is also interesting from this quote is the negative attribution this ITA assigns to the
students’ motivations.
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Here you have to make sure that they learn. You have to put your effort into it,
because they just don’t care. They are ... like they are victims ...in my country,
people are not victims of learning.
- PhD student in Biomedical Engineering from Colombia
Overall, the ITAs did not report great difficulty developing an awareness of the
expectations of low context communication. They also did not report resistance to the
essence of low context communication, possibly because some noticed its benefit and
none feared potential negative consequences from employing it.
Discussion of Overall Findings
My study proposed to answer the following questions:
1. How does participation in Communication in the Canadian Classroom contribute
to the intercultural communication skills of international teaching assistants?
2. More specifically, how does participation in Communication in the Canadian
Classroom affect the observable teaching behaviors of international teaching
assistants? It is anticipated that taking Communication in the Canadian
Classroom will result in an increase in the teaching immediacy behaviors of
international graduate students.
Quantitative findings. This study evaluated how participation in Communication
in the Canadian Classroom affected the observable teaching behaviors of international
teaching assistants. There were eight general findings in the quantitative research.
1. Participation in CCC resulted in an increase of 10.2% in the observable teaching
behaviors of ITAs and an increase in their overall effectiveness by 25% based on
Observers’ reports. The Observers’ reports for the ITAs’ overall effectiveness were lower
at T1 than the self-report; however, they were higher at T2, reflecting greater change than
did the self-report. This suggests that by Canadian standards, the ITAs overrated their
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teaching performance at the beginning but underrated it at the end of the course. It also
suggests that the participants had become more critical of their teaching behaviors.
2. Four participants demonstrated negative change in their Overall Effectiveness
self-report; however, the observers did not share this assessment at all. Interestingly, two
of these participants had the greatest amount of teaching experience in their home
cultures of all the participants. What is especially interesting is that one of these
participants awarded himself only 3.0 as his Overall Rating stating that he was “neutral”
about his being an effective instructor, whereas the Observers awarded him full marks
(5.0) for his T2 microteaching. We “strongly agreed” that he was an effective instructor,
again suggesting that he had become more critical about his teaching. Unfortunately this
participant was not available for an interview. The other individual who had a lot of
teaching experience had originally awarded himself a 5.0, indicating that the “strongly
agreed” that he was an effective instructor; whereas we had only awarded him a 4.0,
indicating we “agreed” he was an effective instructor. At T2, he awarded himself a 4.0,
as did we. While the goal of the course is to help ITAs develop appropriate teaching
communication for teaching in Canada, it would be worthwhile to know whether their
views of what constituted a good teacher had changed.
3. Six participants demonstrated negative change in their Sum o f TBI Items at T2.
Again, the observers did not share this assessment. The participant who observed the
greatest negative amount of change on the self-report (-9 points out of 90, or a decrease
of 10%) was perceived by the Observers to have demonstrated an enormous amount of
positive change (17.5 points out of 90, or 19.4%).
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4. Four individuals demonstrated negative change in the Observer Sum of the TBI
items. With two of these participants, no discemable reason for this negative change was
apparent. With one, it was clear that the student had made little effort to incorporate
elements from the training program into his teaching. Moreover, the T2 microteaching
occurred at a busy time of year for ITAs, and the participant seemed rushed in his
microteaching. However, with the other participant, the reason for the perceived negative
change was clear: she had experimented unsuccessfully in her T2 microteaching. In her
first microteaching, she had taught some French but the overall language of instruction
had been English. While the RA and I penalized the participant on the T2 TBI, the
incident contributed greatly to the overall instruction within the course.
5. The cohort which demonstrated the greatest improvement was that which was
held every day for one month in May. Cohort 4 demonstrated total increase in the
Observer Average of the 18 TBI Items of 13.19 %. They had the second lowest T1
Observer Average of the TBI Items of 59.44 (SD=13.2650), but had almost caught up to
Cohort 2, which had the highest T2 Observer Average of 71.88 (SD=10.5149) out of 90.
At T2, the Observer Average of the 18 TBI Items for Cohort 4 was 71.31 (SD=11.3670).
I believe the fact that the participants had fewer responsibilities in May and fewer
absences partially accounts for the difference. The intensity of the training may also
account for some of the difference.
6. I did not expect the T1 numbers to correlate, as the participants would not have
been familiar with Canadian norms and expectations of what constituted effective
instructional behaviour; however, by T2, the participants had been exposed to Canadian
concepts of what constitutes effective teaching. At Tl, there were no significant
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correlations for Overall Effectiveness (r(27) = .284, ns) nor for the Sum of TBI Items
(r(27) = .241, ns). At T2, participant and observer ratings were significantly correlated
for Overall Effectiveness ( r(27) = .403,/?<.05). For the Sum of the TBI Items,
participant and observer ratings were moderately but not significantly correlated, (r(27)
=.330, ns). It would appear that the participants’ sense of what constituted overall
effectiveness in an instructor had begun to approach the Canadian concept of instructor
effectiveness by the end of CCC while their perceptions of the individual items did so to
a lesser degree.
7.

The item reflecting the greatest improvement was the Overall Rating, “I am

generally effective as an instructor,” which is heartening as increases in non-native
teachers’ perceptions of themselves as being effective will contribute to their success
(McCalman, 2007.) The item reflecting the second greatest improvement was, “I give
positive feedback when responding to student questions or comments.” Giving positive
feedback in teaching communication is a reflection both of reduced power distance and
increased teacher immediacy. Student perceptions of immediacy correlate to perceptions
of instructor credibility (Teven & Hanson, 2004), which could arguably increase
teaching evaluations and also contribute to ITA success. The item which reflected the
third greatest improvement was, “I use concrete, everyday examples to explain or clarify
concepts and principles,” which is characteristic of low context teaching communication
(Hall, 1976; Hofstede, 1980). The finding that these three items reflected the most
significant improvement for the ITAs is highly encouraging. Moreover, since taking
CCC, one of the participants was nominated for and won a Teaching Assistant award in
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his department. Another of the participants won an award for the best research
presentation in his department, which carried with it a $400 prize.
8. One element which requires much further work for ITAs is helping them include
more interaction in their teaching. Emphasis was placed during CCC on the need to
involve students and ask the students questions; however, explicit attention was not paid
to what constitutes good teaching questions. Posing questions to the students was a
consistent shortcoming in the microteaching, and it was the item with lowest mean at
both T1 and T2. At Tl, the Observer Reported mean was 2.63 (SD=1.418), and at T2,
the Observer Reported mean was 3.11 (SD=1.188). The ITAs either did not pose
questions to their audience (except, “Do you have any questions?” at the end), or if they
did, their questions were phrased so poorly that the students did not understand what they
were being asked. Alternatively, the questions were simply not good teaching
questions—i.e., the questions were closed ended questions, rather than open ended
questions that would elicit thinking. Examples of such questions include the following:
“Have you ever thought about x?”
“Do you know what is data base?”
“Who has never heard the word data?”
“What do you know about air as compared to solids?”
“Anybody know how these cases are treated?”
“Do you know what geometry of molecules is?”
Needless to say, questions such as these did not receive positive responses from the
students, which then created awkward silences for the presenters, arguably discouraging
future experimentation with interactive strategies. In order for ITAs to be able to use
interactive strategies successfully with their classes, they will need to receive explicit
instruction in how to pose questions that are not just understandable but also
pedagogically meaningful.
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In Chapter 1 ,1 identified the purpose of intercultural training for ITAs as their
being able to: communicate effectively with their students; engage in new behaviors that
are deemed more appropriate in class; and achieve their goals in a new culture
(Deardorff, 2006). In addition, in Chapter 3 ,1 stated that observation by individuals in
the host culture is amongst the best methods to assess intercultural competence
(Deardorff, 2006). Several of the above findings speak to the successful progress in the
development of intercultural communication competence on behalf of the participants in
Communication in the Canadian Classroom.
Teaching communication is highly normative, and in the absence of intercultural
training, ITAs will tend to defer to their own assumptions surrounding the norms of
teaching (Mendenhall, 1996). The fact that the participant and observer ratings
significantly correlated for Overall Effectiveness at T2 suggests that the ITAs’ concept of
what constituted teaching effectiveness had approached Canadian norms and
expectations. Moreover, the fact that their observer-rated teaching behaviors increased
demonstrates that their awareness of norms exceeds merely being familiar with them.
The ITAs’ cognitive adaptation had entered the realm of their al adaptation as observed
by individuals in the host culture. The TBI item which reflected the greatest
improvement was the Overall Rating, indicating the ITAs saw themselves as effective
instructors after having completed CCC. Gudykunst and Kim (2003) maintain reduced
uncertainty and anxiety improve communication. Therefore, it is reasonable to assume
that the ITAs overall teaching communication is less impeded by anxiety about the
unknown, which will arguably continue to enhance their teaching communication after
the termination of CCC.
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I had also argued that an understanding of intercultural communication competence
could enhance the career prospects of ITAs. The fact that two of the participants in this
study have subsequently won a teaching award and an award for a departmental
presentation speaks volumes to the benefits of engaging in such training. While these
ITAs had not necessarily striven to win such awards, they are evidence of the ITAs’
academic success, and they will undoubtedly be career enhancing. Jenkins (2000)
reported that some of the ITAs in her study felt as if they were defying their supervisors
by engaging in extracurricular classes to improve their language skills. If supervisors
witness their ITAs winning awards, surely they will recognize the benefits of intercultural
training. Hopefully such a recognition will then create greater support for training on
campus and result in ITAs actually being allocated time to engage in it.
Qualitative Findings. This study evaluated how participation in Communication
in the Canadian Classroom contributes to the domain-specific intercultural
communication skills of ITAs. The results of my research indicate that participating in
CCC resulted in three general benefits.
1.

Increased confidence replaced the ITA’s initial anxiety. Nine of the participants

initially reported negative feelings upon hearing that they would have teaching duties,
while four reported neutral or positive emotions. Interestingly, only one participant cited
cultural differences as part of his trepidation; however, he had had previous travelling
experience and had encountered cultural difference before. Perhaps the reason that
language is cited as a cause for concern while culture is not is due to the lack of
awareness of the impact of cultural differences in communication norms, which does not
necessarily diminish with time. In a study at an American university about the
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perceptions of American teaching assistants and ITAs, language problems were perceived
as potential problems by over 40% of the ITAs, while cultural differences were cited as
problematic by only 18% of ITAs (Luo, Grady, & Bellows, 2001).
After taking CCC, eight of the 13 reported positive feelings about their teaching.
McCalman (2007) reports that hope and self-efficacy are attributes which contribute to
the success of nonnative teachers, and Boman (2008) identified confidence as an outcome
of TA training. My own previous research on ITA intercultural development (Le Gros,
2008) has demonstrated that CCC had increased the levels of confidence in eight of nine
ITAs interviewed. In addition, self-efficacy and confidence in intercultural
communication motivates individuals to engage in more interactions with individuals in
the host culture (Spitzberg, 1997), thus creating an ‘upward’ spiral rather than a
downward spiral. Therefore, in principle, positive feelings about teaching will encourage
ITAs to interact more with undergraduate students, which in turn will result in further
increases in self-efficacy.
2.

Reduced attributions led to diminished stereotypes and an acceptance of student

behaviour as being culturally appropriate. Having a greater understanding of
communication norms in the classroom not only resulted in greater confidence in the
ITAs, but also contributed to their making fewer incorrect attributions about their
students, resulting in diminished stereotyping. As an instructor and a researcher, I had
only conceived of the impact of negative stereotypes of undergraduates arising from
unmet expectations on the part of the ITAs that derived from their cultures of origin. I
had witnessed ITAs thinking that undergraduates were rude for their lack of decorum and
deference in classes; however, I had underestimated the impact that positive stereotypes
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might have on ITA expectations of students. Positive as well as negative stereotypes can
interfere with the ability of ITAs to do their jobs effectively. The training in intercultural
communication led to the ability of ITAs to judge the students less. As the ability to
withhold judgment has been identified by internationally recognized intercultural scholars
and administrators in higher education as a component of intercultural competence
(Deardoff, 2006), this would suggest that the ITAs had indeed become more
interculturally competent as a result of taking CCC.
3.

Having taken CCC resulted in the ITAs having a heightened awareness of the

expectations of their roles as instructors; they showed more initiative in their jobs and
they assumed greater responsibility in their teaching communication. They reported
having adapted their communication specifically in the domains of power distance and in
the development of low context communication.
As I mentioned in Chapter 2, international graduate students are not a homogeneous
group, and their lack of homogeneity was most obvious in their relationship with power
distance. While I had been anticipating that an overarching experience amongst the
participants in my study would be the reduction of power distance in their relationships
with both their students and their supervisors, the results ran contrary to my initial
assumption. The participants’ adaptations greatly varied when faced with differing
norms surrounding power distance between instructors and students in Canada. The ITAs
demonstrated Bennett’s (1993) assertion that as one’s experience with cultural difference
increases, one’s perceptions become more nuanced, complex, and sophisticated.
Adaptation involves a series of choices on the part of newcomers regarding what
aspects of cultural differences they will or will not incorporate into their value systems,
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behaviors, and language. Interestingly, some ITAs actively chose not to adapt their
speech or behaviour to reflect the norms of the culture, which is consistent with the
literature (Siegal, 1996). The choice not to adapt reflected a wish to maintain boundaries
with which the ITA was comfortable or the inability to inject distance into the
relationship, as distance was associated with rudeness.
I had not anticipated that CCC would contribute to ITAs actually becoming firmer
in their use of authority (hence employing more power distance) with students, as was the
case with one participant. While I had not intended to examine responses to see if there
were commonalities within cultures, it is interesting to note that both male students from
the Ukraine had over generalized the cultural tendencies of leniency and informality
initially thinking that they were universally applicable.
Whether ITAs incorporate friendliness, politeness, firmness, or formality into their
speech with their students or their supervisors is a function of choice; however, being
able to recognize these features is critical. Schneider (2005) argues that “from a critical
perspective, if students do not have the chance to see how linguistic choices reflect realworld expressions of power and status, their ability to function successfully in their
particular social-professional-academic milieus will be greatly hampered” (p. 65). CCC
appears to have contributed to the ability of the ITAs to make informed decisions about
their adaptation, which illustrates how intercultural training with linguistic components
is crucial for ITAs. It further illustrates that intercultural competence can serve to
contribute to future success of ITAs.
Intercultural effectiveness (or competence) is: “The ability to interact with people
from different cultures so as to optimize the probability of mutually successful outcomes”
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(Stone, 2006, p. 338). Mutually successful outcomes in teaching involve students being
able to approach their instructors with questions and get responses from their instructors
in a manner which aids learning and is deemed appropriate. Doing so helps instructors
engage in meaningful relationships with their students. If ITAs can align the way they
deliver information to meet student expectations and previous knowledge, they will be
more likely to achieve mutually successful outcomes. Knowing what level of knowledge
students do have or at least not overestimating their knowledge is critical, as instructor
overestimation of student knowledge results in student frustration and potential incivility
(Berger, 2000). CCC appears to have influenced the ITAs to communicate with their
students in such a way that the ITAs’ teaching outcomes and the students’ learning
outcomes will be more successful.
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Conclusion and Recommendations
This study has explored how culture affects teacher communication and how ITA
training can affect the adaptation of teaching behaviors and teacher communication. In
this chapter, I summarize the major findings of the study. I then examine the implications
of this study for educational institutions and make recommendations for further research.
I conclude with a reflection on how my study has affected my praxis and my person.
Summary of Major Findings
My research shows how cultural dimensions can directly inform approaches to ITA
training and how the results of the course can be observed through the development of
domain-specific behaviors. Previous research indicates that ITAs “entered [TA] training
with significant disadvantages in knowledge, self-rated effectiveness and observer-rated
effectiveness” (Boman, 2008, p. 150) compared to domestic TAs. As the norms of the
Canadian classroom were represented by the Teaching Behaviour Inventory, and as the
ITAs made significant advances in the development of their teaching behaviors as
captured by the TBI, they have clearly approached what Canadian undergraduate students
would perceive as being competent teachers.
My research builds on the literature by demonstrating that cultural dimensions can
be used within a training model to inform the adaptation of ITAs. Engaging in domainspecific intercultural training lowered the anxiety experienced by the ITAs, which is the
primary function of intercultural communication. Lowered anxiety resulted in
diminished stereotypes, reduced negative attributions, and more effective teaching. The
course Communication in the Canadian Classroom resulted in an increase in specific
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teaching behaviors of ITAs, in their overall effectiveness, and in their intercultural
communication.
Implications for the Educational Institutions
The current mandate of many universities involves internationalization, and the foci
of internationalization include: “competencies in the personnel of the higher education
institution to be more internationally knowledgeable and interculturally skilled” (Knight,
1999, p. 15) and “improved intercultural understanding and communication” (Knight,
1999, p. 20) [italics added]. Academic cultures, academic communication, and
relationships between students and instructors are highly culture bound. Without
domain-specific intercultural training, both students and those within the larger
universities will experience anxiety in the face of different styles of communication,
which creates and reinforces stereotypes. Jenkins (2000) succinctly encapsulates the
situation when stating: “In intercultural communication situations, inferences about
speaker intent will be affected by the participants’ culturally specific use of
contextualization cues and background knowledge. The less these are shared in a situated
encounter, the higher the possibility for miscommunication” (p. 478). Hence, the more
these are shared, the lesser the possibility for miscommunication, and the greater the
possibility for mutual outcomes. In an era of internationalization within the university, a
primary aim must be the reduction of stereotypes rather than the reinforcement of them.
Miscommunications are not one-way, nor are the negative attributions that result
from those miscommunications. Therefore, adaptation ought not to be a one-way street.
Yook and Albert (1999) found that intercultural training with American undergraduate
students resulted in their making fewer negative attributions of ITAs and greater
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evaluations of their speaking competence. Having a concept of how context affects
instructor/student communication could help undergraduates as well as ITAs or those
who work with international students. For example, undergraduate students in laboratory
situations confound communication by using too much slang and posing questions to
teaching assistants that are too high context: the students assume the TA knows exactly at
what point they are in their labs, so their questions seemingly have sufficient context to
students, but fail to orient the TAs to what their exact questions/problems are (Myers,
1994). Undergraduates need to be educated about the concept of context so that they do
not incorrectly attribute all failed communication to teaching assistants in general and
specifically to ITAs, who heavily populate labs in the sciences and engineering.
Sensitivity cannot be mandated; however, a minimum ethical consideration is that the
adaptation not be uni-directional. Not only ITAs need to learn about intercultural
communication to adapt their speech: anybody who is involved in training, recruiting,
teaching, supervising, or working with international students needs to do so.
A successful IC component in a university serves not only to help international
students adapt to being in a foreign culture but also to prepare Canadian students for a
multicultural workforce. IC can contribute to the education of all adults and can be
transformative: it can make students become “critically aware of [their] own tacit
assumptions and expectations” (Mezirow, 1991, p.4); create “openness to alternative
points of view: empathy and concern about how others think and feel” (Mezirow, 1991,
p. 13); and “foster... discourse, with a determined effort to free participation from
distortions by power and influence” (Mezirow, 1991, p. 14). Universities need to
transform themselves and become aware of their own tacit assumptions and expectations.
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We need to examine how we both privilege and penalize all students—not just
international students.
Intercultural communication programs: A priority for universities.
The registration data for my course illustrates the need for departments to schedule
opportunities for ITAs to take courses, as the desire to take intercultural training is
patently evident. International graduate students have enormous workloads, and yet
many create time to take extracurricular courses. Many are unable to balance the extra
work, and the attrition rates within the course speaks to the need for graduate chairs,
supervisors, and deans to be cognizant of the benefits of such programs and to make time
for their students to participate in them. Brown and Holloway (2008) discovered that
international graduate students presented with more enthusiasm to adapt to a new culture
in the initial weeks of their sojourn. It behooves the university and specific departments
to provide funding for training before ITAs are exposed to undergraduate students and
before the learning of undergraduate students is compromised by individuals who are
operating under different rules surrounding classroom communication.
Interculturally competent trainers: A requirement for the programs.
Differences are not deficiencies, and in order not to gamer resistance in ITAs
regarding what they are learning, adaptation needs to be framed without suggestions of
deficiencies. This speaks to the question of who engages in ITA training, as clearly it is a
field where walking the walk is critical if anybody is talking the talk. Therefore, the
training must be undertaken by people who are interculturally competent themselves.
Being an English as a Second Language instructor or having a graduate degree are not
sufficient qualifications in themselves. While having experience living overseas seems to
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be a minimum requirement, that in itself is not enough either. Without consideration of
who is involved in the training, once again, we risk doing more damage than good.
Recommendations for Future Research
In this section, I make suggestions for future research in the area of ITA
professional development. The field of contrastive rhetoric examines how features in a
student’s first language interfere with writing in a second language to inform pedagogy in
second language writing classes. It would serve academe well to be proactive and gather
examples of how professors and teaching assistants in different countries communicate in
different situations to begin a branch of contrastive academic situations and discourse.
Such a field would examine differences in exams, feedback on assignments, office hours,
etc. Moreover, it would also serve everybody well to compile samples of appropriate
teacher talk to offer examples of what language structures elicit positive results from
students.
Further research is warranted to examine whether development in domain-specific
intercultural competence transfers into greater facility in other realms of ITA experience
as graduate students. Longitudinal research is very difficult to undertake with
international graduate students, as some masters’ degrees are only one year long, and
even when students do PhDs and are at an institution for four years or more,
comprehensive exams and dissertations tend to derail them from participation in research.
Nonetheless, such research would be invaluable.
The goal of my study was to determine whether workshops on intercultural
communication helped ITAs develop appropriate teaching communication for teaching in
Canada, which it did. The program suffered from attrition, which I speculated was due to
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competing demands. It would be worthwhile to follow up with the participants who
withdrew to examine their reasons for doing so. Clearly this is a project that I could not
undertake, as it is unlikely that students would disclose reasons that might make me lose
face.
Another area requiring much more attention is the inclusion of pragmatic elements
in ITA training programs. ITAs need support in developing an awareness of the
pragmatic impact of phrases they use to interact with their students and present material.
Phrases that might create poor impressions due to their pragmatic meaning include:
“Because of shortage of space [on the board], I refuse to write the rest, ” which sounds
indignant or hostile; or, “I tried to keep it as simple as possible,” which might sound
condescending. Pragmatics is an entirely under-researched field in the ITA literature.
Unfortunately, the microteaching environment is not the best environment to collect such
samples. Recording the speech of ITAs in genuine teaching scenarios would furnish
greater examples.
As the cohort in my study which demonstrated the greatest improvement was that
which took the course in May, it would be interesting to study further the formatting of
instruction further to determine which constitutes the most efficacious delivery. In
addition, participation in my program is voluntary, which suggests I was researching
students who are already proactive about extracurricular workshops and personal and
professional development. Research should be conducted to determine the impact of
making participation in such programs mandatory.
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Concluding Remarks
I conclude this thesis with reflections on how my research has affected me
professionally. While doing my research, I have come across other research that inspired,
angered, and impressed me. The research that inspired me was the literature which
demonstrated that researchers were cognizant of the cultural biases of their instruments.
The research that angered me was the literature which revealed that individuals were
unaware of their assumptions. The literature that impressed me was that in which
researchers clearly recognized the limitations of their observations.
I have gained enormous respect for my students—not that I was lacking it before;
however, having experiencing the challenges and anxiety that I did while undertaking
graduate education and thesis writing in my mother tongue made me especially cognizant
of the challenges that international students face. I grew up in Quebec and am first
generation Anglophone on my father’s side of the family. While we did not speak French
in the home, I listened to his family speaking French when we visited. I studied French
from the age of six and was part of the first cohort of French immersion students in
Montreal when I was 11 years old. I did partial immersion for two more years, and then I
did a joint major in English and French and spent a year on exchange at a university in
France. For all of my background in French, I could not begin to imagine doing a
graduate degree in French. That international students with less background in their
second language than I have in mine undertake graduate work in their second language
fills me with awe.
Throughout this study, I have come to realize the that the breadth of
internationalization obliges universities to expand their current practices.
Internationalization consists of more than inviting over more international students and
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benefitting from their large tuition fees. International graduate students bring with them
so much potential for teaching our undergraduates skills that will contribute to
multiculturalism in Canada. In an era where social divisiveness has increased and where
the limits of tolerance are being tested, we need to examine our concept of tolerance.
While the concept of tolerance does contain the idea of respecting difference, the
connotation of the word is less respectful than that. Tolerance connotes those in power
deigning to allow for difference in others without recognizing that elements of their own
communication or behaviour may be barely tolerable to others who have less of a choice
about accepting it. Bennett (1998) suggests intercultural “communication contribute^] to
creating a climate of respect, not just tolerance for diversity” (Bennett, 1998, p.l). While
intercultural communication is difference based, I posit that it must also be respect based
and that training in intercultural communication has the potential to increase respect for
differences in communication styles between all people.
As we invite international graduate students to our campuses, it behooves us to
make our expectations regarding communication transparent to them—and to become
aware of them ourselves. In addition, our undergraduate students can verily be
guaranteed to have international supervisors, colleagues, patients, customers,
constituents, etc. As we grant degrees to undergraduates and unleash them into an ever
increasing multicultural workforce, we do them a disservice if we do not sensitize them to
alternative norms surrounding communication. Not only is it the only ethical thing to do,
but it is also surely one of the most critical components and outcomes of all education in
today’s society.
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Appendix A - Course Outline
COMMUNICATION IN THE CANADIAN CLASSROOM

DAY 1

Intercultural Competence
What intercultural competence Is
Discussion of teaching techniques employed in the class and in Canada
IDI

DAY 2

Microteaching

Day 3

The Intercultural Classroom
Different communication styles

DAY 4

One-Minute Debates
> Learning to express an opinion in one-minute
> One-on-one exchanges of opinions with all participants

DAY 5

Delivering One-Minute Speeches
> Public speaking strategies
> Organization of speeches
> Practicing one-minute speeches

DAY 6

Culture Shock
> Jig saw discussion of culture shock
> Turning Bricks into Jade - case study about friendships
> Use of direct language with students

DAY 7

Educational Assumptions & the Background of Canadian
Students
> Discussion of background of Canadian students
> Discussion of student and instructor behaviour in Canadian classes
> Discussion of Canadian education system
> Use of indirect language with students

DAY 8

Leading a Canadian Classroom
> Developing teacher presence
> Learning styles
> Handling questions from Canadian students
> Vocabulary strategies

DAY 9

Giving Verbal Feedback to Students
> Examining cultural patterns in giving feedback
> Practicing giving feedback to Canadian students

DAY 10

The Language of Teaching
> Examining ways of structuring your language to be effective when teaching

DAY 11 12

Microteaching (not included in the study)
> Participants deliver 10-minute microteaching sessions & respond to
questions from audience
> Participants give and receive feedback on their teaching
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(Appendix A coni’d...)
DAY 13

Language Resources to Improve Your English
> Learning how to use various English language resources
> Introduction to various resources available through the Teaching Support
Centre and on the Internet

DAY 14

Cultural Implications in Writing
> Cultural features of writing in Canada
> Examples of cultural ‘errors’ ESL students make & how to correct them

DAY 15

Giving Written Feedback
> Watching a video about a professor giving feedback to a student
> Examining the purpose of feedback

DAY 16

Formal and Informal Writing
> Examination of what constitutes formal versus informal writing
> Examination of the stages of the writing process
> Practice writing a formal letter

DAY 17

Writing a Short Essay
> Examination of the elements of an essay
> Practicing brainstorming techniques

DAY 18-19

Microteaching
> Participants deliver 10-minute microteaching sessions & respond to questions
> Participants give and receive feedback on their teaching

DAY 20

The Unspoken Communication of Body Language, Space, & Time
> How gestures vary across cultures
> Canadian body language & eye contact
> Canadian concepts of time & space

Day 21

Closing
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Appendix B
TEACHER BEHAVIOUR INVENTORY (Abbreviated)
Instructions
In this questionnaire, you are asked to report your self-perceptions of specific teaching behaviors
that you exhibit when teaching. Please note that your reports should be “descriptive” rather than
“evaluative" and should be based solely on your own perceptions. Also, you should try to assess
each teaching behaviour independently of all other behaviors, rather than letting your overall
impression of your teaching determine each individual rating.
Each section of the inventory begins with a definition of the category of teaching to be assessed
in that section, followed by a list of specific teaching behaviors. Please use the
5-point rating scale shown below to estimate the frequency with which you show each teaching
behaviour.
A
B
C
D
E
Almost
Never

Rarely

Sometimes

Often

Almost
Always

Clarity: teaching behaviors that serve to explain or clarify concepts and principles

1 . I use concrete, everyday examples to explain concepts and principles
A
2.

C

D

E

I define new or unfamiliar terms
A

3.

B

B

O

D

E

I stress important points by pausing, speaking slowly, or raising my voice
A

B

C

D

E

4. I stick to the point in answering students’ questions
A

B

O

D

E

Enthusiasm: expressive teaching behaviors that communicate instructor enthusiasm and
solicit student attention and interest

5.

I speak in a “dramatic” or expressive way
A

6.

O

D

E

I gesture with head, body, hands, or arms

A
7.

B

B

O

D

E

I use humour or anecdotes in my teaching
A

B

O

D

E

D

E

8. I smile or laugh when teaching

A

B

O

9. I maintain eye contact with students

A

B

O

D

E
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A

B

Almost

C

Rarely

D

Sometimes

E

Often

Almost

Never

Always

Interaction: teaching behaviors that foster student interaction and class participation

10. I encourage students to ask questions or make comments

A

B

O

D

E

11.1 give positive feedback when responding to student questions or comments

A

B

O

D

E

12. I ask questions of class as a whole

A

B

O

D

E

Organization: teaching behaviors that serve to structure or organize the subject matter

13. I signal transitions from one topic to the next

A

B

O

D

E

14. I present an appropriate amount of material for the given time period

A

B

O

D

E

15. I organize my lecture into a set (introduction), body, and closure
A

B

O

D

E

Speech: teaching behaviors relating to voice characteristics

16. I speak at an appropriate volume
A

B

O

D

E

17. I speak at an appropriate pace (not too fast, not too slow)
A

B

O

D

E

B

O

D

E

18. I speak clearly

A

Overall Rating: I am generally effective as an instructor.

1
Strongly

2
Disagree

3

4

Neutral

Agree

Disagree

5
Strongly
Agree
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Appendix C - Interview questions

1.

In general, what differences do you notice about how professors teach here in
Canada compared to how professors teach in your country? Tell me how you
feel about these differences.

2.

Did you have any teaching experience before coming to Canada?

3.

When you came to Western, did you know that you would have teaching
duties?

4.

How did you feel when you first learned that you would be teaching Canadian
undergraduate students?

5.

How would you describe your teaching experience here at Western?

6.

Can you describe a specific incident with a student that surprised you - either
positive or negative?

7.

How would you describe yourself as a teacher?

8.

Do you prepare for your teaching duties in advance? If so, how do you
prepare?

9.

Do you interact with your professors differently in your own capacity as a
student as a result of having taken Communication in the Canadian
Classroom? If so, can you think of an example of when you behaved
differently with a professor than you would have in your own country?

10.

Do you interact with your students differently in your own capacity as a
teaching assistant as a result of having taken Communication in the Canadian
Classroom? If so, can you think of an example of when you behaved
differently with a student than you would have before taking this course?
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Appendix D - Norms & Expectations Questionnaire
Name: ________________________ Date of arrival in Canada: ____________
1)

What country are you from?

2)

Why is it important to understand about different learning styles?

3)

What are two benefits of active learning?

4)

List 3 ways that communication in Canada is different than it is in your
country.

5)

Name 3 things that are important to include when giving a presentation in
Canada.

6)

What are 3 differences between formal and informal writing?

7)

What are some differences between classroom culture in Canada and
classroom culture in your country?

8)

Give 3 reasons for the differences in behaviour between students in
Canada and students in your country.

Where did you hear about Communication in the Canadian Classroom?

Why have you decided to take Communication in the Canadian Classroom?

Do you have any experience teaching? If so, how many years? To whom? When?
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